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Summary

For several years specialists in reading have ddat how pupils should learn to read. The
debate has focused on two methods of teachingngathat is, the phonic method and the
whole language method. Some researchers haveifiggnfive elements of reading
instruction that are critical to achievement indieg, namely; that reading instruction should
include phonics, phonemic awareness, reading flyemocabulary and comprehension.
These are the components that make up what is desrbalanced literacy approach.

Although there is some debate on what constititesalanced literacy approach, this study
adopted the understanding of the approach descabede. The study investigated whether
the use of the balanced literacy approach couladamgstandard four pupils’ achievement in
reading and writing in English. The targeted pagioh consisted of twelve schools located
in Zomba rural district. Pupils were tested befanel after the intervention. Teachers in the
experimental group were trained twice on balandextacy approaches, first before the

intervention and midway of the intervention.

Observational measures revealed that teachers ajignenplemented the treatment. The
post intervention data indicated that pupils resi@ohvery well to the activities that were
presented to them. The reading and writing aclnneve of pupils that were present for the

post-test increased more than those of the cogtooip.

The results obtained suggest that the balancaddieapproach improved the reading and
writing achievement of standard four pupils in éxperimental group.

Key terms:
instructional effectiveness; reading and writindniagement in English; balanced literacy

approach; reading comprehension; phonics, phoneawareness, fluency, vocabulary;

reading improvement; reading instruction; Malawnpmary schools; standard four pupils.
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Chapter 1

Background

1.1Introduction

Malawi is a land locked country situated in the thoaastern part of Africa. The
preliminary results of the 2008 Population and Hiogiensus (PHC) show that the
population of the country is now pegged at 13,088,8\ational Statistics Office
2008). According to the National Statistics Offi@)02) census report 86 percent of
this population lives in rural areas (National Btats Office 2002). The population of
Zomba district is pegged at 670,533. A total 08,5867 people live in the rural area
of Zomba district while as only 87,366 live in to#y (National Statistics Office
2008). Adult literacy rate for the country is 6@8rcent (MOE Education Statistics
2007).

Malawi is a multilingual country with thirteen langges (Kayambazinthu 1998). Out
of the thirteen languages only Chichewa and Englighgiven prominent positions.
They are incorporated in the school curriculum trifybm primary up to the tertiary
level. Chichewa is the national language. It iskgmoas the first language by about 60
percent of the people in the country. It is thetflanguage in the sense that people
acquire it naturally as children whose parentsiuas their language with them and
with each other in the community. English is théicadl language. It is also the
medium of instruction in schools from standard foowards up to the tertiary level.

For a number of years Chichewa was used as medfumstuction in all public
primary schools from standard one up to standand fdowever, the government of
Malawi changed its language policy in 1996. Prdgethte language policy is that
local vernacular languages should be used as moédistruction in standards one to
four. Chichewa and English should be taught agests (Ministry of Education
1996). However, schools have no text books writtelocal vernacular languages. It
is not the intention of this study to pursue thbate on the teaching of Chichewa or

local vernacular languages in standards one to four



This study aims to examine whether teachers’ uskeobalanced literacy approach as
an intervention in the instruction of reading andting in English in the Malawian
standard four classroom, can produce better pugisievement than the use of other

existing instructional approaches.

Standard four is a threshold class for the Malavgapil. Up to that level classroom
instruction by the teacher is in a vernacular laggu From standard five onwards all
instruction is supposed to be in English. So, beinlg to read and write in English by

the time a pupil reaches standard five is very irtgo.

The ability to read and write is a process thatisegarly in ones’ life before
attending school and continues to develop throughfeu(Lesaux and Geva 2006).
This literacy development is influenced by contektundividual and instructional
factors that start before school entry and contiméie adulthood (ibid.). Using the
Malawian context, sections 1.2 and 1.3 of this ytdbcuss factors that affect the
development of literacy in English for Malawian reard four pupils. Section 1.2
particularly highlights the teaching and learninguaion in Malawian primary

schools. Section 1.3 highlights the formative yedrteaching and learning English.

1.2 English language teaching / learning situatiom Malawian primary schools

The Malawian school system consists of eight ye#rgrimary; four years of
secondary and four years of tertiary education rf@nnbo et al. 2005; Kadzamira et
al. 2001; Milner et al. 2001). Primary educatiordigided into three phases; infant
(standards one and two), junior (standards thrdevé9, and senior (standards six to
eight) phases (Chimombo et al. 2005; Milner e2@01).

Research indicates that the conditions for teacaitylearning in primary schools are
not favourable in many respects. There is a midmattween ideal educational

requirements and what is on the ground.

In 1994, the Government of Malawi introduced frenary education. As a result of

this the population of primary school pupils ragidbse from 1.9 million to nearly 3.2



million (MOE 1999). Figures for the years 2005080and 2007 show enrolment
numbers going up again. In the year 2005, 3,200j84Gils enrolled in primary
schools. In 2006, 3,280,714 enrolled while in y2@®7, enrolment rose to 3,306,928
(MOE Education Statistics 2007).

Although the introduction of free primary educatimproved access to education for
Malawian children, the quality and internal effiooy of the system was compromised
(Chimombo et al. 2005; Chimombo and Chonzi 200Gjzémira et al. 2001). Of late

there has been a public outcry that the introdaabiofree primary education has done

more harm than good to the country (The Daily Ti@é¥ec. 2008). The teaching and

learning environment in primary schools has inadégdacilities (Chimombo et al.

2005; Chimombo and Chonzi 2000; Jessee et al. 2008er et. al. 2001; The EFA

(Education For All) 2000 Assessment Report; Willgarg007). There are high
pupil/teacher ratios. Classrooms are overcrowdezhe@lly there is a shortage of
physical and human resources (Maluwa-Banda anddw@I2002; Maluwa-Banda

and Lunguzi 2002).

In its commentary entitled “May someone save owcaton from collapse,” The
Daily Times of 8" December 2008 reports that as a result of highl gmwolment
numbers there was an immediate upsurge in demaniddohers. The normal two-
year teacher training programme for primary schiealchers was replaced with a
crash training programme called Malawi Integrateesérvice Teacher Education
Programme (MIITEP) (Chimombo et al. 2005; Johnsoal.e2000; Kunje et al. 2003;
Milner et al. 2001; Themu 2005). This programme waglace for ten years until in
the year 2006 when it was replaced by the InitiamBry Teacher Education
programme (IPTE).

The strategy of the MIITEP crash programme was rpley large numbers of
untrained teachers and gradually train them wihky tremained in service (Lewin
2004). So an additional 22,000 untrained teachenrg vwmployed (Chimombo et al.
2005; Kunje et al. 2003; Milner et al. 2001). Irs iomment about the number of
teachers required Lewin says “...the number of Heex needed as a result of

universalising primary education has been so ldhge many trainees have been



accepted on to the MIITEP with only two years of@edary schooling” (2004: 8).
The Daily Timesof 8" December 2008, in its commentary report on recreitt of

teachers says that the Malawi government panickedracruited teachers without
strict regard to their academic qualifications. ©tithose recruited 55% were Junior
Certificate holders, that is to say more than liadf total number of those recruited

had two years of secondary school education.

The recruitment procedure for MIITEP was open tb aPeople who had been
dismissed or rejected by some employers outsideethiation system were also
recruited (Themu 2005). Lewin (2004) describes ¢h@sruited into the programme

as young adults who had had a gap since leavirmptch

The (MIITEP) training programme comprised two-weekgentation at a teacher

training college, three months college based tnginself-study distance education,
and twenty months supervised teaching in primahpsls under the guidance of head
teachers, deputy heads and other senior schobl(gtahje et al. 2003; Themu 2005).

After the two weeks orientation teachers were dggaoto go and teach in primary

schools. Mchazime (2008) says that the challeng¢hfese teachers was to combine
training and full classroom teaching. These wery ogleased from teaching during

the three months college based training. After b&dential college training the

teachers went back to schools and assumed thklodal of teaching while reading at

home (ibid).

In his discussion of the MIITEP programme Themuorepa number of challenges
that the programme faced:

* The two week orientation course which was meagive basic teaching skills
to the recruits before they went for the actuathezg in the field was not
done in some colleges. (This means that some oettateachers started
teaching without any orientation at all).

* In some colleges the orientation course was fatéitt by secondary school
teachers who had no background to primary education



* Many college lecturers felt that the two-week oraion course was not
adequate to prepare anyone for actual teachinghén dassroom more
especially for recruits who came from outside ttiecation system.

* There was no proper guided teaching in the fietdtie student teachers. The
student teachers got minimal assistance or nonall &rom the qualified
teachers (2005).

The EFA 2000 Assessment country report for Malalhoves that teachers with
minimum academic qualification constitute 98.6 paicof the whole teaching force
in the country. Such a large percentage of prinsahpol teachers with a low level of
education implies that English is introduced to imupy teachers who are not
competent enough to do so. Such teachers arg likehave difficulty in using

English as the medium of instruction (Kunje et 2003; Lewin 2004). Very often
such teachers do not have sufficient command oftihglish language to teach it
properly. Lewin (2004) also observed that the eoad level of many entrants for
the MIITEP programme was weak and that such recwdre (a) not likely to have
secure grounding in core subjects at the teacaming college, (b) not likely to have
mastered basic subjects at secondary school, aneadt fluent in the language of

instruction.

There is also the question of how the recruited TR teachers were trained.
Mchazime (2008), reports about some challengesxd@uhe three months residential
course. The teacher trainees always complainedavhraing. Because of this the
MIITEP programme was perceived as failing to mdet tequired professional
standards of teaching (ibid). The public perceitteel MIITEP programme as having
produced teachers with substandard skills (ibidgwin (2004) examined the
academic expectations of the teacher educationicalar and found that the
expectations did not match the levels of achieveérmnénew entrants, most of whom
had two years of secondary education. Lewin wasaoed that

...the difficulties of learning in a second langaappear to be
under-estimated (and under researched), and naltealances
are made for the difficulties that trainees willpexience when
they themselves are far from being fluent in thedion@ of
instruction” (2004:14).



A qualitative study of the teacher training prograenrevealed that most students
were struggling to keep up with the demands ofdbee subjects such as English,
Mathematics and Science (The MUSTER synthesis r&iif¥3). No distinction was
made in the training program between teaching fafnits in standards one and two
and the upper phase’s junior, and senior. Duniamping, teachers were prepared to
teach all subjects offered in primary schools. €h&ras no specialisation. The
training did not emphasise the teaching of readmgg, methodologies for teaching
specific languages such as English. Teachers wargiven specific preparation for
working with English language learners. Teachiniddedn to read English is a skilled
activity that requires knowledge of the acquisitfmocess (I Can Read 2006). Reed
and Railsback (2003) point out that significantfpssional training is needed for
someone to gain full understanding of second lagguacquisition. Raphael (2001)
also says that teachers must have knowledge abogtidge and literacy to teach
pupils especially those in the elementary gradasrtSand Echevaria (2004-5) point
out that those teachers who are not trained innge¢anguage acquisition cannot
understand the linguistic needs of pupils nor pteviich meaningful lessons that

support the pupils’ language growth.

Although the MIITEP programme provided a large nembf untrained teachers
quickly, there were concerns raised about the guafi the output of the program.
Lewin (2004) pointed out that the programme wasdhed too quickly before all the
enabling structures were in place. He said thabalshwere not given adequate

preparation to support the untrained teachers. O4ig/ Times' commentary of 8

December 2008, on the MIITEP programme said that récruited non-qualified
teachers were trained under a failed cohort sysfauording to Mchazime (2008)
the 22,000 teachers that had been recruited fol BRI represented almost half the
total number of teachers in the country. Mchazirage &élso observed that while many
of these were trained further and certified, mdshem remain under-trained to date.

The Daily Times' commentary of 8 December 2008 agrees with Mchazime’s

observation. It bemoans the fact that a staggdirmeghousand (5000) under qualified

teachers are still teaching in Malawi’'s classrooms.

Some studies have shown that there is a relatipristiween teachers’ preparation

and their measured effectiveness (Anders et alO;2@arling-Hammond 2000;



International Reading Association 2000, 2007; Tagloal. 2000). Darling-Hammond
(2000) examined the ways in which teacher quatifices and other school inputs
were related to student achievement across thee@rfitates of America. Their
findings indicated that measures of teacher préparand certification are by far the
strongest correlates of student achievement inimgaamhd mathematics, both before

and after controlling for student poverty and laagg status.

Talking about teacher training in general, Darllhgmmond et al. (2001) in their
response to Goldhaber and Brewer (2000) who claithetdteacher certification has
little bearing on student’s achievement argued tmthe contrary student trainees
who have more education training appear to do ibdtie producing student

achievement than those who do not.

A synthesis of research studies also confirmedethfeslings. The International

Reading Association (2007) synthesized the findiofsesearch efforts focused on
identifying essential qualities of effective teaclpeeparation programs for reading
instruction. Results of the synthesis revealed thgabd teacher preparation
programmes provide students with excellent insioned content; faculty and

teaching field experiences. Teachers need to beeawh several theories that
influence literacy development in English as a sddanguage. They should take the

theories into consideration when teaching in tlassioom.

1.2.1 Pupil/teacher ratio

The introduction of free primary education in Malawas not matched with an
increase in recruitment of teachers. When freengmy education was introduced
there were 27, 748 teachers representing pupilfeza@atio of about 100:1 (Ministry
of Education Science and Technology and Malawi dtei Commission for
UNESCO 2004). While there has been some succesdtempts to reduce the
pupil/teacher ratio over the years the Malawi gowegnt has not yet reached its
official target of 60/1 (The EFA 2000 Assessmenp®&®. Contrary to government
wishes the pupil/teacher ratio is going up agaiar Fstance in the year 2005
pupil/qualified teacher ratio was at 83:1 but tléofving year it went up to 84:1
while in 2007 it rose further to 88:1 (MOE EducatiStatistics 2007).



The high pupil/teacher ratios indicate that there teacher shortages in Malawi
primary schools. The problem of teacher shortagerimary education is combined
with a fairly incoherent distribution (The World Bla 2010). Teacher allocation
across divisions and locations is not even (idithre teachers are deployed in urban
areas (46:1) than rural areas (86:1) (The WorldkB2010). In order to reduce the
pupil/teacher ratio Malawi continues to utiliseange number of untrained teachers
(The EFA 2000 Assessment report). The use of urd@daor under trained teachers is

bound to affect the teaching and learning of Ehgiisa negative way.

1.2.2Pupil/Classroom ratio

The sudden increase in numbers of pupils in 199%eveed the pupil/classroom ratio
to the level of 154 pupils per classroom (The EF®@ Assessment Report). While
some improvements have been registered in the plgssroom ratio over the years
(year 2000 with a ratio of 92:1; year 2005 withatia of 85:1) the ratios are going up
again. In the years 2006 and 2007 the pupil classratio was at 107:1 and 104:1
respectively (MOE Education Statistics 2007).

As a result of the massive enrolment numbers tivareneed for an additional 38,000
new classrooms. The government was not able tarcmhshis number of classrooms
to meet the shortfall. Schools created makesh#&sstboms and overlapping shifts
(The EFA Assessment 2000 Report; Milner et al. 200akeshift classrooms and

overlapping shifts have now become part and parctie primary schooling system
(The EFA 2000 Assessment Report). Twenty threeget of existing classrooms are
used for overlapping shifts (The EFA 2000 AssessrRaport) in order to maximize

the use of classrooms.

The teaching of literacy in English requires bagjaipment and materials, a print rich
environment (a well-stocked classroom) with spaben& a teacher can pin pictures,
magazine cuttings and pupils’ work. Makeshift ctassns cannot provide this, even

in cases where teaching and learning materiala\ai#able.



Malawi primary schools lack furniture for both plgpand teachers (The EFA 2000
Assessment Report; Milner et al. 2001; Williams 200rhe shortage of materials
such as desks is so acute that 83-91 percent dsmgpecially in the first four years
sit on the floor (The EFA 2000 Assessment Repoittidkhs 2007). There is also an
acute shortage of teaching and learning matenials as teacher’s guides, textbooks,
syllabuses and basic classroom equipment (Jesse¢ €003; Mchazime 2003;
Milner et al. 2001). Classrooms do not have supplgary reading materials.
Teachers especially those in rural schools haveaoess to pictures or magazine
cuttings. Williams correctly observes that “textskén for granted in consumer
societies, such as confectionery wrappers or ngrespacannot be assumed to be so
for all Malawian children” (2007:60). The resultsaoGender and Primary Schooling
in Malawi (GAPSM) survey conducted by the Universaf Malawi Centre for
Educational Research in 1999 (Kadzamira and Chiawi#99) showed that at the
time of the study 21.1 percent of primary schoolMalawi had no text books. This is
because government was not able to provide adegestwerces commensurate with
the number of pupils attending school.

Jessee et al. (2003) carried out a longitudinalys{t999-2002) under a project called
Improving Education Quality (IEQ). Findings of tlséudy showed that in the year
2002, 18 percent of the teachers in Balaka and Biamngdistricts did not have

teaching guides in some subjects including Englidte lack of teaching guides for
English is particularly significant when one coms®l the role that the English

language plays in the education system; that afghttsie medium of instruction, and a
passing subject in examinations (see section $dgondly, this is significant when

one also considers that schools have large nunoberstrained teachers or minimally
trained teachers. Teaching guides are importammtures materials for all teachers
more so for untrained or under trained teacherstrdined or under trained teachers
who have no access to teachers’ guides are likdie tdisadvantaged and are likely to
have serious problems in their teaching. Jesseé €2003) have observed that text
books and teaching guides can be a powerful toothen teaching and learning

process. They have also argued that the availgbdistribution and proper use of

these materials is likely to improve pupils’ outaam



1.2.3 Drop-out and repetition rates

Dropping out of school and repeating classes haen bdentified as some of the
schooling problems in Malawi (The World Bank 201Djop-out and repetition rates
are high especially in the lower grades of oneotar {Chimombo and Chonzi 2000;
Kadzamira and Chibwana 1999; Kadzamira et al. 20Q4ylzamira et al. report that
“only half the children who start primary schoohcd standard four and only one-
guarter complete the full primary school cycle” @207). The retention rate improved
from 23 percent in 2004 to 32 percent in 2007 bumains insufficient (The World

Bank 2010).

Studies that have looked at percentages of puppeating a grade in Malawian
primary schools have found out that repetition isig problem in the country

(Chimombo et al. 2005; Kadzamira and Chibwana 199®ner et al. 2001). The

percentages of pupils repeating a grade increased 62.6 percent in 1998 to 66.1
percent in 2002 (Chimombo et al. 2005).

Several reasons are given to explain these treSdsne people argue that

examinations that select pupils to proceed fromlewnel to the next account for some
of the repetitions. Jessee et al. report that puplsons for dropping out of school
include lack of interest, marriage, initiation aaanies, pregnancy, and no parental
care (2003). Crowded classrooms, open-air or teanpaassrooms, and incomplete
schools (schools that do not provide the eight eggsandards of the primary cycle)
have a negative effect on retention (The World Badk0). There are serious social
implications when pupils drop-out of school befa#aining permanent literacy

(Jessee et al. 2003). These pupils who drop-ostlubol will one day become adults

who cannot read and write.

The repetition and drop-out rates indicate the ntade of schooling problems that
are there in the Malawian primary school educasgstem. At a personal level a
pupil who drops out of school before reaching séaddive is bound to eventually
revert to illiteracy (Mchazime 2001). Such an dféte person cannot participate fully
in the development of the country as he/she camead printed information on

various national emerging issues like; legislatimiated to human rights and
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democracy, HIV and AIDS, agriculture, gender bagetence just to mention a few.
Jessee et al. say such a person will be “at greadg&r for lower economic
productivity” later in life (2003:4).

The implication of high pupil enrolment numbers aedultant large classes, pupil/
teacher ratio and the use of untrained teachetBatsprimary school education in
Malawi is in dire need of improvement. It is withthis historical and contemporary
impoverished atmosphere that the teaching anditeaof English in the country is
taking place. The next section discusses the fivengears of English in primary

schools.

1.3 The formative years of English in Malawian prinary schools

1.3.1 Pre-school

The primary school represents the beginning of &reducation for the majority of
pupils in Malawi (Williams 1993). Pupils come tohsol without any experience of
formal education. Although the government of Malaagognises and acknowledges
the special role pre-schools play in the acculiomatind socialisation of a child
(Ministry of Education Science and Technology andlawi Commission for
UNESCO 2004), there is no formal pre-school systenthe country (Mchazime
2001). Pre-schools that exist are privately-ownadi @e found mostly in urban areas.
However, the government of Malawi encourages thealLdducation Authorities,
none government organisations, churches and prergtepreneurs to be involved in
the provision of early childhood development prognaes (Ministry of Education
Science and Technology and Malawi Commission forESEO 2004). Most
children especially those in rural areas startrteducation in standard one without
any pre-school experience (Mchazime 2001).

Children start school without being able to read amite even in the native language.
Almost all children come to school without any ddey instruction at all (except those
that attended pre-school). The ability to read ande does not come naturally
(National Association for the Education of Youngil@ten 2005). Malawian learners
therefore need literacy instruction in both theveaand English languages when they

start school in standard one.
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With 86 percent of Malawi’'s population living in nal areas (National Statistics

Office 2002), it means the majority of pupils cofmam the rural areas and they start
standard one without any exposure to pre-schoamxpce. The implication of this is

that most children in Malawi miss out on havingi#cy experiences in their first five

years when they are cared for at home. Snow @988 assert that the quantity and
guality of language and early literacy interactiolsing pre-school years profoundly
affect the acquisition of the language buildingdi®that support reading.

Research has shown that pre-school experiencaiding nursery and playgroup) is
associated with higher early literacy attainmermintiibeing cared for exclusively at
home (Brooks 2000). Speaking at the National Lagrdrust’s second annual

conference in London, Brooks reported some reseavatence relating children’s

pre-school experience to their attainment in regqdimd writing between the ages of 5
and 8 (Brooks 2000). Research findings suggestthigatarly childhood years from

birth through age eight are the most important /éar literacy development. During

this period children need to have literacy experm@snwith books and stories.

1.3.2 Primary School

Malawian children officially start school at theeagf six. Ordinarily the standard four
classrooms should have 10 year-old pupils. Howebwere are variations in ages of
pupils. Kadzamira and Rose (2001) report of puggied 4 to 18 in standard one. This
means that by the time these pupils are in starfdardthe age range will be 8 to 22.
In 2007 the age range of pupils in standard one6wgsars or less to 12 years (MOE
Education Statistics 2007).

The age ranges have some implications for the Em¢diacher. It is necessary for the
teacher to understand the learning needs of thdspap their different stages of

development. For instance the attention span oflfheyear-olds is bound to be

different from those that are fifteen and abovesWill require the teacher to devise
learning activities for the different age groupsadingly.
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Most of the Malawian children come from homes widhry few books (Milner et al.
2001) or from homes with no books at all (Chimondical. 2005). Such children
depend heavily on teachers and the school to help become readers and writers in
English. Mmela acknowledges the classroom astthepdace where pupils can learn
English (2006:7). Lack of books to read at homesghe pupils at a disadvantage.
Research elsewhere has shown that there is sonigv@a®lationship between
reading habits out-of-school and performance irdirea Findings of a study by
Leppanen et al. (2005) revealed that the amouatibbf-school reading at the end of
grade one contributed to the development of woodgsition skills among Finnish

children during the first and second grades of prirschool.

Pupils in Malawi cannot use English for communigatin their communities outside
the school hours because English is not spokenideuthe classroom. Pupils
especially those from the rural areas have no actesthe radio, television or
newspapers (Chimombo et al. 2005; Mchazime 200Ineviiet al. 2001) from which
they can pick some English outside the classroom.

The teaching and learning of English begins inddath one for the majority of pupils
(Williams 1993) especially those from the ruralaaevho have no access to the pre-
schools. Standard one is where the foundationeimming English is laid. English is
taught as a subject from standard one to standand (first four years of primary
education). From standard five onwards Englishsesduas medium of instruction.

The standard one pupil in Malawi learns Englisraasecond language. English is a
second language in the sense that the pupil livescountry where English is not the
native language of the indigenous Malawian peopiean official language used in
commerce, government, and education. In additiogli§imis a second language that
the pupils learn after learning the mother tonghlis (1997) defines a second
language as any language that is learned subseuin® mother tongue be it a third
or fourth language learnt as a result of livingaircountry where the language is
spoken or learnt in the classroom through instomctiEllis’ definition includes
learning English as a foreign language. This stadgpts this definition of second

language because it includes the learning of agoidanguage as well.
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For the Malawian standard four pupils just as ftireo children learning a second
language, there are some differences in their ilegrexperiences between the
learning of the first language and the learnindenglish. The first difference is that
the pupils learnt to speak their first languageclagdren when they were about two
years old. They learnt their first language witldnnatural environment without
anyone teaching them. When the pupils begin legrainglish in standard one, they
are older and already experienced in speakingsalinguage. In addition they learn
English in the classroom context which is not aurdt setting. Unlike their

counterparts, (English monolinguals) who naturdblyelop oral language proficiency
in English, Malawian learners have to be taught Howspeak in English in the

classroom.

Koda (2007) argues that learning to read for seclamguage learners is more
complex than it is for first language learners. Té@son Koda gives for this is that in
second language reading two languages are invothediirst language the learner
already has and the second language that the taarlearning. The involvement of
the two languages means continuous interactionweeet the languages as well
continuous adjustments in accommodating the diftedemands imposed by the two
languages (ibid).

August and Shanahan (2006) explain that the dexetap of literacy for such second
language learners will be influenced by a numbefiaofors including their language
proficiency and literacy in their first languageudust and Shanahan (2006) also
point out that the nature of the first languageoum case Chichewa, and the second
language in our case English, influences learnargjuage proficiency and literacy
development. Learners whose first language skibssamilar to those of the second
language will have an added advantage in learmiagskills in the second language
unlike learners whose first language skills aresiarp contrast with the second
language (August and Shanahan 2006). Chichewdfésetht from English. It is a
tonal language while as English is an alphabetigdage. So, Malawian learners will
have intervening influences when developing litgracthe second language, English.

August and Shanahan say that there is enough casex@dence that shows that
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...aspects of second-language literacy developmgnt)(are related in
important ways to performance on similar construictsthe first
language; that common underlying abilities playignificant role in
second-language development as they do in firsguage literacy
development; that certain error types can be utmmisin terms of
differences between the first and second langudbasyell-developed
literacy skills in the first language can facildasecond language
development to some extent...(2006:14).

In addition August and Shanahan (2006) also refp@t second language literacy
development is influenced by a number of individd#ference factors such as
phonological processes, second language proficiesiglfs, cognitive abilities,
general intelligence, and educational backgrouRésearch evidence suggests that
individual differences in phonological awarenesshsas phonological recording,

affect the ability to spell in English regardle$gicst language background.

There are also other factors that are of great rlapoe to second language learners
(Norris-Holt 2001; Walqui 2000). A number of stuslieeaffirm the importance of
attitude and motivation in the process of secomtjdage learning (Combs 2007;
Masgoret and Gardner 2003; Steward-Strobelt anch @@®3; Ushida 2005). The
learner is going to be affected by social and pshadical factors such as his/her
attitude and motivation of learning the second legge. The language attitude that
the learner, his/her family, peer group, the schttied community at large has on the
second language can have tremendous positive aatimegeffect on the second
language learning process (Norris-Holt 2001; Ruadd Chen 2005; Walqui 2000).
For example if the learners’ parents feel thas ihot necessary or desirable to learn
English the learners’ acquisition of English wié lmhibited. A teacher though highly
gualified and competent may be aided or hinderedalyors beyond his/her own
control in the teaching of English. Fortunately, Malawi most parents and the
community at large have a positive attitude towdedsning English because of the
position the language holds in the country. Theomig of Malawians believe that
being able to speak English is a mark of being athit and being civilised
(Mchazime 2001). The attitude to English that Mataw have is not peculiar to
Malawi only but shared in all developing countrigzaran and Williams observe that

Most families and students in developing countaes enthusiastic
supporters of English-dominated education practiceseing
English as a bridge to the hoped-for salaried pd2007:1).
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Lesaux and Geva report that out of the many facexternal and internal that
influence the speed of literacy development in ddchnstruction is a primary
external factor that influences literacy developm@imey point out that “both formal
instruction in phonological awareness, letter-socadespondences, vocabulary, and
comprehension processes, and the incidental inigtnuassociated with language-and
literacy-rich environment facilitate literacy despment” (2006:58). Lesaux and
Geva (2006) argue that for any child to be ablesffeciently read and write will
depend to a large extent on the schooling expezigmat the child has had, including
exposure to appropriate instruction. | Can Read0§20support this view that
appropriate instructional approaches are importéhey argue that in general poor
reading skills are the consequence of ineffectivel anadequate instructional
approaches. They conclude by saying that in geraniédren fail to learn to read

English easily or well because they are not tapgbperly.

In Malawi approaches to the teaching of reading inappropriate (Johnson et al.
2000; Williams 1993). Classroom observation of d@ssin English indicates that
there is very little teaching of reading that goesin primary schools (Johnson et al.
2000; Williams 1993). Johnson et al. observe teathers “are more concerned with
correcting reading errors, rather than helping ¢hiéd enjoy the book by drawing
attention to characters, pictures, print and so (@@00:17). Williams also observes
that,

...reading proceeds through repetition of the tewth

insufficient attention being paid to the presewotaf meaning

and checking of understanding (1993:8-9).
In his report on Malawi’s education Williams anddBe (2002) stated that Malawi’s
children are weak in English. He points out thameoof the weaknesses are
attributed to teachers’ approaches that do notititei reading for understanding.
Stuart (2002) also noted teachers’ use of inapatgpapproaches to the teaching of

reading.

One possible explanation for the said inappropriatgructional methods that
teachers use could be that teachers themselve®treell trained to teach English
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as a second language. Teachers do not have thesaegdbackground to teach

reading effectively. They need to know how childlearn to read in English.

As has been mentioned earlier on, this study usebadlanced literacy approach to the
teaching of reading and writing in English in orderfind out whether standard four
pupils’ performance in reading and writing improwasnot. Rural schools in Zomba
district have been chosen because of the proxiaiityie schools with the place the
researcher works. Secondly rural schools are mora disadvantage in terms of
availability of teaching and learning materials gmdvision of qualified teachers than

urban schools (Mchazime 2001).

The sections that follow discuss observable trendgeracy in English in Malawian
primary schools, the need for literacy attainmenEnglish, the problem of the study,
aims of the study, the justification of the stutbllowed by the research question and
significance of the study. The last section of thapter discusses assumptions made
by the study.

1.4 Observable trends in literacy in English in Mahwian primary schools
Observation of classroom activities indicates #Matawian standard four pupils do
not have the desired levels of mastery in readimdj\ariting in English for them to
perform adequately in other subjects. In the yé#¥32the researcher did a random
study of scripts written by standard four pupilsndings from the random study
support the contention that pupils are indeed ap@ble of reading and writing in

English as expected at this level.

A literature review of studies that have been eadrmout on literacy in English of
Malawian pupils in these classes also supports dbgervations made by the
researcher. According to studies carried out dverpiast twenty years or so, levels of
literacy in English in Malawian primary schools doav (Chilora and Mchazime
2003; Milner et al. 2001; Chimombo et al. 2005; Narths 1993, 1998).

In the years 1998 and 2002, there was a countrysiideey of schools on levels of

achievement for standards six and four pupils respdy in three domains of
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reading literacy, carried out by the Southern Afri€onsortium for Monitoring
Educational Quality (SACMEQ). The surveys revealeterioration in pupils’
performance between the Milner et al. (2001) (168&) and the Chimombo et al.
2005 (2002 data). In the Milner et al. (2001) stuby.4 percent of pupils reached the
minimum level of mastery in reading while in thei@bmbo et al. (2005) only 8.6
percent of them reached the minimum level of mgstereading. This means that up
to 80.6 percent of the pupils in the Milner et(@001) study and 91.4 percent of the
pupils in the Chimombo et al. (2005) study did meach the minimum level of
mastery in reading prescribed by reading specalist Malawi and the other
SACMEQ countries. Malawian pupils perform far belewxpectations (The World
Bank 2010).

A comparison of Malawi's grade four pupils’ achievent in reading with the
achievement of pupils in other African countriesowh that Malawi's pupils
performed far below the mean of all the African mivies. The percentage of grade
four pupils’ reaching the desired literacy levelsaswone percent for Malawi
(Chinapah 2003) It is expected that pupils should be able to lsikriome basic
competences in English at their grade level (Wiikal993). However, data collected
by Williams on the reading proficiency in Englisiorin 480 primary school children
of grades three, four and six in five schools inldia in 1993, showed that most
pupils did not understand the English texts atrtigeade level (Williams 1993).
Malawi has the weakest performance in English repadimong countries whose
pupils write the same SACMEQ standardised teste World Bank 2010). These
low percentage figures of pupils’ performance iadieag and writing in English
derived from various studies are an indicationh@ tmagnitude of the reading and

writing problems that pupils are facing in Malawjarmary schools.

1.5The need for literacy attainment in English

The ability to read and write in English is cruciat pupils’ success both at school
and outside school. At school literacy is the keyatademic success (August and
Shanahan 2006; Jessee et al. 2003; Johnson 199%anen et al. 2005; Lesaux and

! The percentage of grade 4 pupils reaching deliterdcy levels was, 4% for Niger, 6% for
Botswana, 7% for Senegal, 7% for Zambia, 13% foli 4% for Madagascar, 23% for Uganda and
35% for Mauritius.
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Geva 2006; Pang et al. 2003; Walsh et al. 2006¢eOearners are able to read and

write in English, learning in other subjects caraltained.

In Malawi English is the official language while i€Chewa is the national language.
English is used in Parliament, trade and industry,mass media and education. It is
also considered a second language in spite of theiregy several other vernacular
languages in the country. In education the medi@imstruction is a local vernacular
language during the earlier years of standardstorieur. During these early years,
English is taught as one of the subjects on thactlum. English takes over as the
medium of instruction from standard five at thenpary school level and continues to
secondary and tertiary levels. In addition to timsorder for a pupil to receive a full
certificate at any level of his/her education (@ junior certificate or ordinary “O”
level certificate), that pupil must pass Englisha{sdvi National Examination Board
2002). For entry into universities in the countaystudent has to pass English in
addition to other subjects passed at ‘O’ level Eiglish is the medium of instruction,
knowledge of English is crucial for pupils’ educatal success, since they have to
move swiftly from a position of learning to readdawrite in English, to one of

reading and understanding English to learn othiejests.

In the classroom, pupils need to read and undetsiaext, to recognize supporting
points of an argument, to grasp essential detéithfferent types of reports, and to
understand subtle distinctions of meaning in tekkey should be able to read signs
and notices, and to write notes and letters. Aftiandard four, pupils have to
continue their education through English, which nsedhat they must also be
proficient in the skills of reading and writing 8wt they can obtain information from
books as well as record what they have learntthidte are essential key factors that
decide whether a pupil is literate therefore susfteé®r not in their schooling. Pupils
cannot successfully continue their education uttidy have acquired a basic
knowledge of English.

In Malawi, examinations at all levels put emphasispaper and pencil tests. All test
items are written in English except those for Chigh. During examinations pupils

need to be able to write and express themselvEsgthish, just as they need to read
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the written language at a reasonable rate with spooel understanding of what is
written. Pupils need to explore and make cleareir thwn ideas and feelings through
writing. Failure to read and write will prevent pigpfrom proceeding to secondary
education and severely limit their chances of figdemployment and becoming
useful and productive citizens in the country. Malaeeds people with high-level

literacy skills in English if it is to compete at aqual footing in the global village.

Since English is used as the medium of instructosachools, poor performance in
English means pupils are likely to have problemdearning the other subjects
(Jessee et al. 2003; Mchazime 2001). Lack of coemggtin the skills of reading has
been shown to affect acquisition of other curricsglalls. The reading skill serves as
the major foundation skill for all school-basedrieag (August and Shanahan 2006;
Lyon 1997; Moats 1999). Boyer (1995) contends #tabol success also depends to
a large part on how successful pupils are in legrfiow to read. While there is no
explanation as yet as to why, in spite of free pryneducation in the country there
still persists a drop-out rate of 17 percent, satuelies carried out outside Malawi
have shown that most pupils drop out of school wihey find that they cannot read
and write (Lyon 1997). So, we can safely assumeittability to read and write in
English could explain this drop-out rate. Once Maden pupils are out of school they
lapse into illiteracy even in their own vernacukmnguages (Mchazime 2001). If the
majority of pupils who enrol in primary schools Veaschool before they acquire
permanent literacy, they cannot meet Malawi's ndedditerate productive citizens

and workers.

English is the official language for business simeest business transactions are
conducted in English. Those who cannot read antgkwriEnglish are therefore often
at a disadvantage when it comes to striking busidesls. Ability to read and write
in English would improve their chances of condugtsuccessful businesses. The
economy of Malawi is mostly dependent on smallholgiculture. This depends on
extension service support from government. Knowdedgd information on health
and agriculture are passed on to farmers througtiegr materials in the form of
pamphlets and posters. Radio and television aceuslsd, but they are not accessible

to the majority of the people. So, reading andingitare very important skills. The
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teaching and learning of English in Malawi is a sfign of ensuring that pupils have
a complete mastery of the language so that theyusarEnglish as the language of

learning.

1.6 The problem

The basic problem confronted by this study is thegistanding and persistent
underachievement of Malawian pupils in reading amiting in English. Considering
that English plays a central role in the counttyjsia very big challenge to the
Ministry of Education and educationists in genéoagénsure that literacy in English is
achieved by all school-going pupils as early assides in the school system (Milner
et al. 2001). Some studies claim that pupils inaalreach as far as standard four
(four years of primary school) without being alde¢ad and write simple words from
their English textbooks (Chilora and Mchazime 2008re et al. 1999; Williams
1993).

While the studies cited above show that literasile are low, they do not say why
this is so. It is possible that out of the manytdes, teachers’ instructional behaviour
in the classroom could be a key one. Preliminaagstioom investigations carried out
by the researcher seem to suggest that the pressthbds of teaching literacy in

English are not effective. The teaching of readimaf is currently going on stresses
accuracy and reading aloud rather than promotiading as a process of acquiring
meaning from a text. Not much attention is paidh® presentation of meaning and
checking of pupils’ understanding of what is beiegd. This is a problem that needs

to be looked at critically if education is to impeoin Malawi.

One way of meeting the challenge of promoting ditgrin English among Malawian
pupils could lie in improving the teachers’ instiinoal approach to the teaching of
reading and writing. This study therefore aims ésign an instructional approach to
the teaching of reading and writing which balanpésnics and whole language
approaches that could be used to raise readingnaitidg levels of standard four

pupils in Malawian primary schools.
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1.7 Aims of the study
This study aims to investigate whether the uséhefitalanced literacy approach will

produce better results in pupils’ achievement adneg and writing in English in the
Malawian context. The study will focus on teacherse of thignstructional approach
to the teaching of reading and writing in Englighstandard four. It will also look at
how this leads to better net gains in pupils’ achmeent over time than those taught

without it.

This research recognizes the role physical strastanight play in the way a child

responds and learns in school in general, butasdwt consider this factor the most
important. Rather, it considers the teachers’ utstonal approach as the most crucial
element. The researcher believes that improvenfesdcational quality depends to
a large extent on good interaction between teactwedsstudents at the classroom
level. In this regard the study agrees with Allomgind Cunningham that

although we must recognise that children’s homed an
backgrounds influence failure or success, we misb a
realize that what happens in classrooms minute ioyte,
day after day, determines how much will be learbgdhow
many children ( 2002:67).

1.8 Justification

This study is necessary because a large numberpaspn Malawi cannot read and
write as well as they need to for them to succeedchool and in life, in general
(Chilora and Mchazime 2003; Milner et al. 2001; N&ihs 1993, 1998).

In Malawi, over the past three decades there haen la substantial number of
studies focusing on pupils' performance (Chilord Bfthazime 2003; Chimombo et
al. 2005; Chinapah 2003; Milner et al. 2001; Wit 1993, 1998). These studies
basically look at students’ achievement in readind writing. The studies are to a
large extent, summative. They merely describe pupithievement in reading and
writing. There are limited numbers of studies thate adapted existing instructional
approaches that could be used to contribute tolguachievement in literacy.

Determining the best instructional approaches ¢otéfaching of reading and writing
should be of particular concern to all concernethwie education of the child in
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Malawi in light of the dismal national picture shoviby the various studies cited

above.

Recent studies in America have confirmed that urcsitbnal approaches that teachers
follow have the potential to make a difference tpifs learning and therefore they
warrant attention (Snow et al. 1998). Several nefeeeviews on effective reading
programmes in the United States of America conclild¢ methods of instruction
may be more important than language of instruct@nEnglish language learners
(August and Hakuta 1997; Christian and Genesseg; Zavin and Cheung 2003).
As mentioned earlier on, research studies at thesmbom level suggest that “how”
teachers teach reading is also important to congilegust and Shanahan 2006)
when seeking to make changes and improve achievdifaylor et al. 2002).

This study will therefore focus on the instructibapproach intervention as an area
that might be used to improve students’ achievenreneading and writing. The
instructional approach that will be used is the oaterred to as the balanced
approach (Grossen 1997; Wren no date). This iskalsan as the balanced literacy
approach (Southwest Educational Development Labor& February 2007) or the
balanced reading approach (Cowen 2003) or balareating instruction (Johnson
1999). The researcher believes that a balancedagiprto literacy teaching and
learning will provide pupils in standard four witihe best opportunity to develop the
reading, writing, and thinking skills necessary Bwademic success and personal

satisfaction.

This approach, as an effective method of teachingraty, has received
overwhelming attention from educational researcli@rggust and Shanahan 2006;
Burns et al. 1998; Diegmuller 1996; Dunist et @02; Fisher 2005; Mishra and
Stainthorp 2007; Novick 1998; Pressley 2002, 20P305; Snow et al., 1998;
Strickland 1998; Yeh and Connell 2008). A natiosiatvey in the United States of
America found that 89 percent of the elementarychiees believed that skills
instruction combined with literature and languagé-@activities is bound to improve
pupils’ literacy levels (NICHHD 2000). In Califoraj after a decline in the reading

test scores of its students, a report from the Rgablask Force called for a balanced
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approach in the way reading is taught (Diamond &fahdel no date). Recent
research in America has confirmed that a balanteity approach to the teaching
of reading which combines phonics and phonemic emess imbedded in reading
and writing experiences, with whole text to faeilé the construction of meaning,

improves the reading abilities of children (Snovaletl998).

In Malawi, research based knowledge on effectiaructional approaches to the
teaching of reading and writing is important. Istdirect application to the teachers’
way of teaching literacy in English. At the sanmadj such knowledge has potential
for teacher educators, who can use it to desigrnidaeher preparation curriculum.
Studying the benefits of the balanced literacy apph in the Malawian context will

provide information that is valuable to those watkin the education system, such

as teachers, tutors, those preparing the teachieinty curriculum and policy makers.

Malawi, just like other developing countries, isi\ehg to improve its quality of

education. In the belief that teachers control stla@m activities that are directly
related to learning, the Government of Malawi hagpleyed a strategy that aims to
improve classroom instructional quality throughctesr training. A number of

teacher training programmes have therefore beaonduted. These are: Malawi
Special Teacher Education Programme (MASTEP), Malategrated In-service

Teacher Education Programme (MIITEP), and the ric@rtroduced Initial Primary

Teacher Education (IPTE).

While Malawi might recognise the critical role thatachers’ instructional practice
plays in the classroom as indicated by the citedy@mmes, there is still a need to
understand what exactly happens in the classroahwaiat instructional approaches
are used by teachers. Research on effective itisinat approaches for teaching
literacy in English is essential if the literacywéds of pupils are to be improved in
Malawi. Currently there is little empirical evidenthat links teachers’ instructional
approach in the teaching of reading and writingth® classroom to pupils’

achievement in reading and writing.

There is a general concern in this country ovebilitg of pupils to read and write
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well enough to meet the demands of school lifedmdto-day life in general (Milner
et al. 2001; Chimombo et al. 2005). Both at scleoal in the work place Malawian
children must be able to read various materials @s®l written materials to solve
problems independently. The need to improve the oétiteracy in English is high
on the agenda of educational improvement in Mal@hiner et al. 2001; Chimombo
et al. 2005). This is more so because of the higp dut rate from primary schools
before children have attained permanent literaicshd majority of pupils who enrol
in primary school leave school before they acqueemanent literacy, the good
intentions of the World Declaration On Educationr Al (UNDP 1990), which
desire that everyone should be literate, can nbeeattained. Perhaps one way of
meeting the challenge of promoting levels of lisgran English for Malawian pupils
is in effective teachers’ instructional practicesttteach phonological skills while

providing meaningful opportunities for childrenitderact with print.

Malawi needs information on all aspects of teachesdructional approaches to the
teaching of reading and writing in English as aoselclanguage in general and
teaching of literacy in English in particular. Tiesults of trials of instructional
approaches need to find their way into the clasaro&or teachers to teach
effectively they need an understanding of how childlearn, more especially how
children learn to read and write in English as@agd language. It is such knowledge
that can influence instructional approaches (August Shanahan 2006; Ellis 1997;
Short and Echevarria 2004-5; Stuart 1999; Tobin Mothnes 2008; Whiteley et al.
2007). An understanding of teachers’ instructioapproaches that affect pupils’
literacy can help teachers, parents and sociegjeireral. No problem can be solved
unless and until it has been identified. We needdémtify some of the causes of
illiteracy in English and then proceed to find theae. Ideas from elsewhere can be
useful stimuli, but cannot provide ready-made amsveg recipes for the Malawian
situation. The researcher, however, realises thigt a small number of the multiple
constraints to pupils’ attainment of literacy indlish can be addressed in a study

such as this one.

1.9Research question
While the use of balanced literacy approach inhewgcreading and writing has led to
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significant gains in pupils’ literacy attainment the United States of America,
applying this to second language reading and mumeeifically to reading and writing
in the Malawian context represents an expansianingtructional approaches that are
not well understood at this time. This researchdgisome insights into instructional
approaches for teaching English reading and writtngupils whose first language is
not English using the Malawian context. This stubgrefore, aims to investigate
whether teachers’ use of the balanced literacy cgmpr as an intervention in the
instruction of reading and writing in English in Mwian standard four classrooms,
can produce better pupils’ achievement than theafisether existing instructional
approaches. In order to achieve this, the studynees the relationship between the
use of balanced literacy approach and pupils’ aement in reading and writing
skills.

The hypotheses of this study is that if the usdafnced literacy approach as an
instruction in teaching reading and writing in Hegl produces better pupils’
achievement than the use of other existing ingtrnat approaches then pupils taught
through this approach will show a marked improvemerattainment of reading and
writing skills among standard four pupils in Malaiwithe post-tests. As of nhow we
are not able to answer with confidence if the usth® balanced literacy approach in
the teaching of English in Malawi leads to betesuits in pupils’ abilities to read and
write than the current instructional approaches.

1.10 Significance of the study

Although literature in Malawi indicates that tearheare using inappropriate
instructional approaches in teaching reading ($t2@02; Williams 1993; Williams
and Cooke 2002) not many studies have focusedstruational approaches in order
to try and improve pupils’ attainment of literadsills. Owing to the limited number
of studies in this area, this study aims at leayiow the balanced approach can be
used to improve pupils’ literacy levels in Englisking the Malawian context. By
conducting the research the researcher is abledoribe how the balanced approach
can be used to improve pupils’ achievement in readind writing. The analysis of
teachers’ instructional approaches in the classraontributes important insights

into the kind of interaction that goes on in thassroom.
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Findings from this study can be used to guide padied practice in schools. Having
studied teachers’ instructional approach in thesttaom, this research will permit us
to reflect on teachers’ practice and suggest hawayy be improved. This study will
alert stakeholders such as the Ministry of Educatithe Malawi Institute of
Education and other relevant educational institigtito the usefulness of the balanced
literacy approach in the teaching of reading andinvg in English in Malawi’'s
primary schools. The study will suggest improveraghat can be taken on board by
these educational institutions. Such suggestiorls assist the Malawian English
language teachers in improving their instructiopictice. The ultimate aim of the
study is to improve the learning of reading andtingi skills in English in standard

four.

1.11Assumptions
We are making the following assumptions as we cawtythis study:

i) that the training provided to teachers in the expental group improves
their effectiveness,

i) that this improvement is observable and recordedthm observation
checklist, and

iii) that the gains in pupils’ literacy development benmeasured by means of

written achievement tests in English.

This chapter gave some background information ® dtudy. The next chapter
discusses the literature that surrounds the legraimd teaching of reading and
writing. The chapter opens with a discussion on lidferent people define reading.
This is followed by a discussion of learning anddieg theories. A discussion on the
philosophy behind the phonics, whole-word, and hedd literacy approach is then
presented. The chapter ends with justificationif@truction in phonics, phonemic

awareness, fluency, vocabulary and comprehension.
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Chapter 2

Review of Related Literature

2.1 Definition of reading
There has been some controversy about what readindgzducators, linguists,

psychologists and information scientists interesteckading have all tried to define
reading (Goodman and Goodman 1979; Gough 1972zige##001; Pang et al. 2003;
Snow et al. 1998; Wren 2005). The definitions pded have been contradictory,
each emphasizing a different aspect of the reagiragess. For some scholars
learning to read means learning to pronounce wdrds. others learning to read
means learning to identify words and get their nm@anFor yet others learning to
read is learning to bring meaning to a text in otdeget meaning from it (Foertsch
1998). From the above definitions we can conclindg the definitions fall into two
categories. The first category is that of those fe® reading as a decoding process.
The other is that of those that see reading as animg making process. Although
there are some differences in opinion about thectegafinition of reading most
educators agree that reading involves several iaeiv These are letter and word
perception and recognition, comprehension of thecepts conveyed by the printed
words and reaction to and assimilation of the neswkedge with the reader’s prior
knowledge and experiences (Foertsch 1998; Koda;A0fpanen et al. 2005; Snow
et al. 1998). The Partnership for Reading (a) @sfireading as a complex system of
deriving meaning from print that requires:

the skills and knowledge to understand how phongmesspeech sounds, are
connected,

the ability to decode unfamiliar words,

the ability to read fluently,

sufficient background information and vocabularydster reading comprehension,
the development of appropriate active strategiemistruct meaning from print, and

the development and maintenance of a motivatioedd (17 Oct. 2005).

This study uses this definition of reading and #kdls that it requires. The key
elements mentioned here also define the contanstifiction for the study. A teacher
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needs to adjust his/her instruction in light oktbefinition as well as according to the

instructional needs of the learners.

2.2 Theories of how children learn to read and wri¢ in English

There are several theories that describe how emltearn in general, how they learn
languages and how they learn to read and writereThee also theories of reading
(Burt et al. 2003; Gourlay 2003). This study foesienly on four theories of learning,
language and literacy that are linked to each offileese are constructivist learning
theories according to Jean Piaget's (1969) thesaefiramework, sociolinguistic
learning theories as proposed by Vygotsky (197&3der response learning theories
according to Louise Rosenblatt (1978) theoretiahke work and interactive learning
theories as proposed by Rumelhart (1977). Theswidsehave affected the teaching

and learning that goes on in the classroom.

2.2.1 Constructivist learning theories

Constructivist theories are drawn from the workJean Piaget. In his model of
learning, Jean Piaget sees a learner being givgoriymities to integrate new
knowledge into his /her existing knowledge baseugh assimilation or creation of
new constructs or knowledge concepts to add taiegistructures (Feeney 2004).
The learner interacts with the environment and eslthose problems that are
presented by the environment. He/She learns thréaighg action in solving these

problems.

There are three major concepts in the constrsttikieory. The first is that learning is
an active process. Children are active learnersnfkins 2003). Secondly learners
learn by using previous knowledge, experience amd mnformation to solve

problems (Tompkins 2003). The third is that childmeganise and relate information
in schemata (Tompkins 2003). Schemata are cognstitectures in human beings
which help in acquiring, processing and retrievimgjormation (Allington and

Cunningham 2002; Al-Issa 2006; Nassaji 2007; Peard001). For instance, in
learning something new or attempting to understamehething in greater depth a
child uses prior experience and first-hand knowéedgined from new explorations.

The child probes and inquires about or exploreeempmenon until the phenomenon
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becomes less mysterious. As the child begins tesiigate the new ideas, he/she
puts together bits and pieces of prior exploratithat seem to fit his or her
understanding of the phenomenon under presenttigagen. Piece by piece the
child builds knowledge. At times when the piecesndbfit together, the child has to
break down old ideas and reconstruct them. Thed cliktends his or her
understanding through creative efforts. The clarttyat the child gains in
understanding a concept gives him or her abilitgpply this understanding to new
situations and new mysteries. This process is ©oatis and is at individual level.
The child brings to each learning experience hikesrdevelopmental level, personal

experience and personal style.

In the classroom constructivism promotes pedaga@gproaches that encourage
learning by doing. In these approaches learnergxvected to discover or construct
essential information for themselves (Downes 20@73.believed that they learn best
in an unguided or minimally guided environment djbiLearning is said to occur
when learners are actively involved in a processnwaning and knowledge
construction, not when they just listen to the kesicwithout doing anything.
Learners learn new information by building upon km®wledge that they already
possess. They bring to each learning experienceititvidual developmental level,
personal experience and personal style.

The teacher provides to learners experiences Hoat them to hypothesize, predict,
manipulate objects, pose questions, investigatagime and create. Learners are
given tasks that refer to knowledge and skills josyond their current level of
mastery. This is likely to motivate learners anddon learners’ previous successes
(Brownstein 2001). The teacher as a facilitatqrpsuts the learners from the back,
guiding and creating an environment for the leanwerarrive at his or her own
conclusion. In this way learners develop someatite and autonomy. In such a
classroom, promotion of literacy will be achievedough integrating the need to read
and write and learners being actively involved skiag and answering questions,

reading, making predictions instead of passiveiehing to the teacher.
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There is some research evidence which supportsofiseonstructivism in the
classroom (Dogru and Kalender 2007; Guthrie et2@D4). Guthrie et al. (2004)
investigated the extent to which an instructiomahfework of combining motivation
support and strategy instruction impacted on repdichievement for third grade
children. Findings of the study showed the consirist approach as leading to better

results in students’ reading comprehension, cognitrategies and motivation.

However, some educators have questioned the eeess of constructivism
especially as regards the development of instradto novices (Mayer 2004). They
argue that novices do not have the underlying nhembaels or “schemata” to help in
learning by doing. Kirschner et al. (2006) critecisonstructivism for its underlying
principle that children can direct their own leauni given proper guidance,
stimulation and learning environment. They say #iroaches to minimally guided
instruction (constructivism included) had failed America (Kirschner et al2006).

This argument led to a debate by the American Bdutd Research Association in
which some constructivists agreed that some foruhirett or explicit instruction may
be useful for learners with little prior knowled¢®weller et al. 2007). Others like
Kuhn (2007) and Schmidt et al. (2007) agreed tbatesinstructional guidance was

necessary (Downes 2007) for such learners.

2.2.2 Sociolinguistic learning theories

Sociolinguistic learning theories bring in a cuétudimension to how children learn
(Tompkins 2003). These theories claim that learriaiges place in a social cultural
environment. According to Vygotsky (1978) learniagcurs through dialogue. He
argues that initially a dialogue is an interperdoaeat in a social community
(intramental). This dialogue can take place betwetzacher and a learner or between
learners themselves, or between a text and a re@lden the learner makes sense of
what is said or written through an internal /peedafintermental) dialogue. This is
referred to as transformational internalisationnfiodf and Appel 1998).

Learning is thus not only interactive, in the setisa& learners must interact with
sources of ideas or knowledge in social settingsalao in the sense that they must

actively participate in reconstructing ideas or \Wfezige within their own minds.
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Cognitive development in a child occurs through tttald’'s contact with the
environment and with others, as well as within ¢héd’s mind. These theories view
reading and writing activities as social activitidgat reflect on the culture and

community in which the children live.

One important element in Vygotsky’s ideas is thdiam of Zone of Proximal

Development(ZPD). This is defined as the difference betweeratwie child is

capable of doing or solving on his/her own andh@sftapability to do something or
solve a problem with the assistance of anothemopefislacGillivray and Rueda 2001;
Schutz 2004; Shrum and Glisan 2000). The zoneafimal development is where a
learner can learn new things that are slightly adaig/her current understanding with
the help of an expert. The learner’s progress ftbenactual development level to a
higher potential developmental level is done thiougteraction with others. It

includes all functions and activities that a learo@n perform only with the help of
someone. Those providing support can be teachduisaparents, older children or
peers with expertise related to the task on hahé. doncept of the ZPD allows for
learning to be seen as a social experience whiahves collaboration. It is not solely

an internal mental process (Block 2003; Lantolf@00

Vgotsky’'s idea of zone of proximal development Basme implications for those in
the education sector. One of them is that humamileg takes place in a sociocultural
environment and is intergrated. Whatever human gseiearn, they learn not as
isolated individuals but as members of a societylgg¥ 2003; Yang and Wilson
2006).

The provision of support that enables the learnemove from the current level of
development to the potential level of developmentermed as scaffolding (Lantolf
2000; McGee and Richgels 2000). A scaffold is aperary support used to assist a
learner in learning and can be gradually withdraaenthe learner becomes more
independent (Yang and Wilson 2006). The scaffold ba provided by teachers,
peers, parents, or reference sources such asndidgés which enable learners to
perform increasingly well (ibid). For instance duithe teaching of writing in the

classroom, the teacher demonstrates the writindhedearner observes most of the
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work being carried out by the expert. This is thimtlowed by the teacher

collaborating with the learner. Gradually the learbegins to takeover some of the
work under the close supervision of the expertefimitional Reading Association
1998). As the child grows in experience and expertn performing the task, the
expert passes over more responsibility to the ErafBventually the learner takes on
full responsibility of the task. Using the exampieentioned above the learner

eventually writes independently.

It can be concluded that constructivist learningoties drawn from the ideas of
Vygotsky (1978) focus on how learning takes pladeey emphasise the way learning
is enhanced through interaction with the environim&hey also highlight the role

that the teacher/expert plays in the learning m®céhat of providing appropriate
challenge and support to the learner.

The constructivist theories provide a basis for camication and collaboration in the
classroom among learners of all ages. Teacherbalarby creating opportunities for
learners to interact with each other around a stibfgccording to Vygotsky (1978)
knowledge and understanding are not gained thrthglransmission of information
but rather, are socially constructed through tleegss of active engagement with the

subject matter and with others.

As for the scaffolding model mentioned above, ituldobe difficult to apply it in the
Malawian context. The model is constructed arounmddaal situation in which the
expert (teacher) works with the novice (learner) ame-to-one basis. Malawi’s

classrooms are overcrowded and there is a shbdffedachers.

2.2.3 Reader response learning theories

Reader response learning theories are also knowra@asactional theories. In their

purest form they are applied to the teaching @rditure. They are associated with
Louise Rosenblatt (1978). According to Rosenblatixd is print on a page until a

reader infuses meaning into it. Meaning of a texd two-way process that resides in
the transaction that occurs between the readethentéxt. The reader comes up with

own interpretation using his/her previous expemsnand pre-occupations and also
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guided by the text (Gambrell et al. 2000). Theraassingle fixed meaning in every
literary work. Instead it is the individual readeho creates meaning through a
transaction with the text depending on the reader's emotioosncerns, life

experiences and knowledge about reading. The raasks prior knowledge and
experience to understand the text. At the same theetext shapes the reader by

creating new experiences (Rosenblatt 1991).

An important key concept of the reader responserid® is that a readingventis
time, place, and reader specific (Collins and Sniif90). If any of these three
variables changes (time, place, and reader) thesdction that takes place also
changes. The event will be new and different (@sliknd Smith 1990). For instance,
a teacher’s reaction to a novel or a book thatheeysads today together with students
will be different from the reaction that the teachad hitherto.

Reader response theories recognise what a readgs bo the text when engaged in
the reading process. This includes past and presgogriences as well as their
personality. Each interpretation of text is subjectand unique since each reader
interprets the text according to their experienaed background knowledge. Prior
knowledge about the subject, personal attitudestdwhe subject, personal interests,
and background experiences determine how a pergbononstruct meaning from a

text.

Another important feature of the reader respons®rth according to Rosenblatt
(1978) is that readers do different things withfediént kinds of text (Collins and
Smith 1990). Although a reader draws upon past rexpees in order to construct
meaning from words being read in a text, a readquires different things from
various texts. For instance, a reader will readogehwith pleasure. This will be
different from when the same reader reads a boakntitipation of writing a test.
Rosenblatt refers the different purposes readeve ha they read a text afferent

readingandaesthetic
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Classroom techniques based on reader responseethencourage learners to explore
their own thinking and to trust their own responsesa text they have read. The
learners are engaged in three activities as thag rmmely reading, writing down
their responses as they read (responses such sttogeenotes, topics to bring up for
discussion), reflecting on what they read throughing and talking about it as they

share their responses with others.

When learners do this they are involvegainema buildingCollins and Smith 1990).
Teachers encourage learners to be aware of whattireg to the text as they read.
This helps the learners to recognise their ownucalltbackground and to work
towards understanding the cultural background b&wopeople such as those in the
text. Learners on their part are thus active. Ttheyot entirely rely on the teacher’s
interpretation of a text. Instead, the learnersstroict their own meaning by
connecting the textual material to issues in tlogn personal lives and describing
what they experience as they read. In this wayghmers’ responses are valued. As a
result they begin to see themselves as having atythand responsibility to make

evaluations about what they read.

The individual interpretation of a text constructeg several learners implies that
there will be diverse interpretations and meanitoga text. Through interaction and
sharing of these responses with other learnersndem move beyond their initial
individual reaction and consider other people’siiptetation. In this way the learners
widen their views. Research findings have reve#had learners in reader-response
classrooms read more and make richer personal coong with texts than those who
use traditional methods (Mora and Welch no datageader-response classroom helps

learners to become good critical thinkers.

It is important to note that not all learners’ mpeetations and responses are valid and
appropriate. Meanings of texts cannot be entirelgjective (Mora and Welch no
date). Therefore there is need for teachers torerikat meanings are grounded in the

text itself and in the context in which the textead (ibid.).
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2.2.4 Interactive learning theories

Interactive theories describe what readers do &y ttead (Tompkins 2003).
Alderson describes interactive theories as thos@ fwhich every component in the
reading process can interact with any other commdng000:18). Interactive
theories stress that readers make meaning from twbgptread through a combination
of text based information and the reader’s own gemknd knowledgschemataThe
theories recognise the simultaneous interactiontat are called bottom-up and top-
down processes during reading (Grabe and Stollé;20i et al. 2007; Tompkins
2003). Bottom-up theories refer to situations inakiba reader derives meaning in the
reading process by first noticing letters in thet @nd then combining these to form
words and sentences to make meaning in the brap-ddown theories say that a
reader gets meaning from a text by first activatiagkground knowledge and then
noticing information in the text. Both top-downdabottom-up processes are required

and are complementary to each other.

In the past educators argued on these two pracesseading (Tompkins 2003), that
is whether readers moved from noticing lettershia text and combining these into
words to make meaning in the brain, or the othey weound, that is, activating

background knowledge to noticing information in tegt. Currently, educators agree
that the two processes take place interactivelthatsame time (Tompkins 2003).
Grabe and Stoller (2002) reaffirm that the bottgmamnd top-down processes work
together. They argue that during reading, word gattmn which is a bottom-up

ability to turn letters into sounds is informedthye top-down skills using background

knowledge, inferencing and prediction.

Empirical studies have also shown that the top-dawa bottom-up processes take
place simultaneously and are essential to a skibedler. The degree to which the
top-down and bottom-up processes come into pldiieninteraction process depends
on the purpose for reading. Skimming will not requihe same mix as reading for
pleasure, just as scanning will not require theesamx as critical reading (Urquhart

and Weir 1998).
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Many of the processes that fluent readers use a@iterb-up and automatic. When
automatic bottom-up processes are not enough éoreidider to use in comprehending
what is being read, top-down processes such asxoanhd syntax cues can be
activated (Grabe and Stoller 2002). The resultsa dllew York University study
(2007) show that letter-by-letter decoding is tlenthant reading process accounting
for sixty two percent of reading speed. Holistiord recognition contributes ten
percent and whole language processes contributayweo percent to reading speed
(ibid).

One important element of the interactive theorgethat they echoed the importance
of the schema theory (Tompkins 2003). Schema theéescribes the process by
which readers combine their own background knowdedgh the information in the
text in order to understand that text (Stott 200a)other words, the background
knowledge is like a file in the brain that is retst to as schema or schemata if there
are more than onfle. Exponents of this theory like Rumelhart (198Qirwled that
human beings understand a new thing only whenthayrelate it or associate it with
something that they already knew. Carrell expl#ias,

The process of interpretation, according to schémeary is
guided by the principle that every input is mappgéinst an
existing schema and that all aspects of that schmeusd be
compatible with the input information (1983:1).

According to Anderson (1984) the schema helps dere@ understand the content of
the text, attend to specific information in thettd’l in missing information within
the text, and to recall the text. Brown (2001) greeing with Anderson says that a
text does not by itself carry meaning. The readigs schemata to the printed word
that is to say, the reader brings with them thein information, knowledge, emotions
as well as culture to the reading process. A réadsility to understand a text
therefore depends to a large extent, on how muakeckschema the reader has. The
reader’s knowledge and experience of the worldcedfthe reader’s comprehension of
a text. Good readers make use of existing schearatanodify them with any new

information.
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The schema theory has been linked to Piaget’s yhebdevelopment and the two
types of learning: assimilation and accommodati®aafson 2001). Piaget’'s theory
stipulates that a learner integrates new knowletige his/her already existing

knowledge base through assimilation. When a leaasgimilates new information he
or she stores it in existing schema or createsawmwtructs or adds new information
to existing knowledge structures referred to amawoodation. Accommodation of

new information modifies the structure of the leais schema to fit the new data
(ibid).

The schema theory has been described as a mdjgeroé of the top-down theory of
reading. This is because the schema theory viewsnikaning of a text being
determined by the schemata that the reader briogthd text. All readers carry
different schemata (background information) as tteey a text (Stott 2001).

The schema explains why it is possible for peopldisagree on an issue, an event, a
story, and any other thing. People disagree bedheyeapproach an issue, an event, a
story, and any other thing with very different bgedund experience and knowledge
(Pearson 2001).

According Li et al. (2007) there are three typessofiemata: linguistic schemata,
content schemata and formal schemata. Linguistiersa is the readers’ existing
language proficiency in vocabulary, grammar andnd (ibid). Linguistic knowledge
plays an important part in text comprehension. €aintschemata includes being
familiar with the subject matter of the text, urgtanding of the topic a text is talking
about, and the cultural elements needed to integptext. Familiarity with the topic
has a direct influence on readers’ comprehensibe. More a reader knows about a
topic, the easier it is for the reader to comprehie text. For instance if a reader is
reading a text which contains words such as heaché&r, chalkboard, desks, text
books, worksheets and that reader is familiar \thi#n school environment then the
reader will be able to comprehend the text. Thaiee is said to have content
schemata. Likewise, if a reader is not able to nsmtese of a text, it is caused by lack
of schemata that can fit with the content of tha {8rown 2001). Formal schemata

include knowledge about different text types andrgs (Li et al. 2007).
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Studies in various types of schemata (content, &iand linguistic) agree that when
learners are familiar with the topic of the texayh content schemata), are aware of
the structural make-up of the text (have formalescata), and are skilful in decoding
words and how the words fit together in a sentdhe®e linguistic schemata), they
are in a better position to comprehend the texthdfe is a deficiency in any one of
the schemas mentioned above, the result will bepcehension deficit (Al-Issa
2006).

There are many aspects to content schemata whotiden background knowledge.

According to Pang et al. 2003 background knowleoigdudes knowledge of the

world, culture, subject-matter and linguistic kneddge. The background knowledge
that a reader has depends on the lived experighaéshe reader has had. Cultural
background knowledge facilitates comprehensiont(Bual. 2003; Hirsch (Jr.) 2006;

Pang et al. 2003). For example, for one to undedsjizkes and humour it depends on
shared cultural knowledge between the person argcktie joke and the listener.

Similarly understanding of jokes and humour in @t t@epends on shared cultural
knowledge between the writer and the reader.

Burt et al. 2003; Hirsch (Jr.) (2006) explain thedders may not comprehend a text
even when they know the meanings of all the wosdun the text. This is because
readers also need to understand the cultural comtexhich the text is written. Burt
et al. cite an example of the wortiee houseAlthough a reader might be familiar
with trees and houses, the words will have no nmggifithe reader has no experience

of children making playhouses in trees.

Burt et al. (2003) observe that English languagenlers’ understanding of a text may
also be affected by their own culturally based sweFor example, a Malawian pupil
(a Chichewa speaker) from the rural area learrimegcblours of the rainbow for the
first time might find it difficult to name and apgwiate some colours. The pupil comes
from a culture whose language has five shades loticgy red, black, yellow, white
and green. The pupil has no background knowledgmloiurs such as violet, indigo,
maroon, sky blue, and navy blue just to mentioave. WWhen reading an English text

on colours Malawian learners will face a numbepadblems unlike when they are
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reading a text in their native language. This isdose the schema on the colours is
culturally specific and not part of Malawian pupitsiltural background. As learners
read they are interacting with a social artefabe (text and language of the text)
embedded in a different socio-context which they ot familiar with. Stott (2001)
argues that the readers’ cultures can affect dviewyistarting from the way the reader
views reading itself, the content and formal schiantiaey hold, right down to their

understanding of individual concepts.

In addition to cultural background knowledge, readeeed to be familiar with how
various text and genres are organised in ordemotopeehend a text. According to
Carrell (1992) knowledge about different text stames and what to expect from
these structures facilitates comprehension. Jiartg Grabe (2007) also agree that
awareness of how texts are organised is part adader’s overall comprehension
abilities. Some researchers such as Goldman anésRalw (2000); Koda (2005)
have also argued that awareness of text structniétdtes reading comprehension
and recall. Goldman and Rakestraw (2000) afteremewig structural aspects of
reading text, concluded that readers who are kroyeable about text features and
also have background knowledge about the texttsireican better comprehend a text

than those readers who are less the same.

Learners can read better in their second langdabey learn text characteristics, and
if they know how to handle a variety of strategfes getting meaning from text
(Walter no date). A number of research studies hdemmonstrated that reader’s
awareness of text structure promotes reading cdmpston (Carrell 1992; Dickson
et al. (1995); Meyer and Poon 2001; Walter no d&ekson et al. (1995) reviewed
the reading comprehension literature and synthésiseondary and primary research
on text structure and physical presentation of @ its relation to reading. The
review showed the following:
* Well presented physical text facilitates readingmpeehension.

* Text structure and student awareness of text streicre highly related to

reading comprehension.
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* Explicit instruction in the physical presentatiof text and text structure

facilitates reading comprehension.

Different text types are organised differently. skitanguage readers often know
unconsciously what type of information to expeatl avhere it will occur (Walter no
date). This is not the case with second languagmées. The rhetorical conventions
governing the organisation of a text type can biéemint from one language to
another (ibid). In the classroom teachers can betwnd language learners to focus
on the rhetorical organisation of various seconjleage text types. Teachers can
discuss with the learners text features such s tifllustrations and the actual
structure of a text. Being taught what type obmiation to expect and where it will
occur can facilitate second language comprehensioninstance newspapers have
features that can be used to enhance learnerds skilskimming, scanning and
locating information. Teachers can use the newspapext structure to teach
strategies such as scanning, skimming and locatifagmation. Teachers can also
provide activities that may help learners dististpufor example a fairy tale from a
newspaper article, a narrative story from an infatiae text. The more the learner
knows about a topic or text the easier for theneato get the information about the
text.

The schema theory has had direct impact on therdash. It provides a theoretical
account of how humans learn. It also provides arttecal and empirical basis for
some teachers’ instructional practices. For instathe schema theory focuses on the
role old knowledge plays in acquiring new knowledy¢hat this implies in the
classroom is that teaching and learning has to fstan what is already known to the
unknown in order for a new concept to be understvddat is already known might
be from the learner's experience. For example adsta four Malawian child from
the rural area reading a text with the sentefite water was flowindgrom the tap,
will use his/her experience of water flowing iniger or on the ground after heavy
rains to understand the concept of water flowing/Sthe will use this experience or
background knowledge to understand the new conmlepiater flowingfrom a tap

although he/she might not have seen a tap before.
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In cases where learners do not have sufficientdrackid knowledge they need to be
given some background knowledge from which to pretrrthe text. Instruction in the
classroom therefore needs to address the speeaifkgbound knowledge required by
the learner in order for the learner to understanxt. The teacher needs to ask
learners some questions about the topic or textthed gauge how much prior
knowledge the learners have. Based on this knowldtlg teacher can build the
learners’ background knowledge. The teacher campuseeading activities to build
the learners’ vocabulary. Words which are difficidt learners to understand using
context cues are pre-taught. This will help leasrmrild their schema and increase the

learners’ knowledge and cultural background whighreeeded to understand the text.

While the schema theory affects the comprehendidmoth first and second language
readers, it has significant implications for secdésmijuage learners who usually lack
the background knowledge necessary to comprehextdirietheir new language
(Stoicovy 2004). Investigations have been carrietl to find out how useful the
notion of schema theory is for second languageimga(Keshavarz et al. 2007;
Nassaji 2007; Rashid 2002; Yazdanpanah 2007). ré&selts of this research have
been used to improve instruction in the classrodthigsa 2006; Nassaji 2007;
Pearson 2001). Rashid (2002) investigated the teffe®ackground knowledge on
engineering students learning English as a foréagguage. The results confirmed
that background knowledge plays a role in readimgpuarehension. Keshavarz et al.
(2007) investigated the effects of linguistic siifightion and content schemata on
reading comprehension and recall. Results from datdysis showed a significant
effect of the content and English Foreign Languggeficiency but not of the
linguistic simplification on reading comprehensemd recall.

Studies on the schema theory have helped in urahelisg reading comprehension in
both first and second language teaching and legwihe theory has been used to
explain a number of cognitive processes such adnting, remembering, reasoning
and problem solving. The major contribution thag tiotion of schema has made is
that it has drawn scholars’ attention to the cartsive nature of the reading process,

the role of the reader and the interaction betvikeriext and the reader’s background
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knowledge. These developments have impacted amnddanguage comprehension

research and instruction.

Despite the insights brought by the schemata théware are some limitations in the
use of schema theory in second language teachsyghBlogists and psycholinguists
such as Adams, (1990) question the explanatoryubmefs of schema-driven
explanations for reading ability. Other people dgesthe role of schema theory as a
research theory. They argue that it is difficult koow exactly how background
knowledge is called upon and used during readinglt& challenges the idea that
background knowledge is codified into mental schhem@s proposed by Carrell
(1983). Walter argues that there is no empirical@we that shows background

knowledge codified into mental schemata (Waltedate).

Nevertheless the researcher agrees with Burt €2@03) that the interactive theories
seem to be viable especially for second languagmées who are not fluent in
reading. Brantmeier (2004) also confirms the vigbibf the interactive theories in
her review of the interactive model that captureghbbottom-up and top-down
processing. Brantmeier (2004) discusses how newareh with adult learners of
different languages across stages of languageuatitn, validates the interactive

theory.

2.2.5Theoretical orientations that affect the teaching breading and writing
Theories of how children learn, particularly howildten learn to read and write,

influence instructional approaches that teachees(Gbatry-Komarek 2003; Cziko et
al. 2000; Guthrie 2004; Tompkins 2003; Williams Z2p¥ang and Wilson 2006). The
theoretical orientation to reading that a teactss, ldetermines the goals the teacher
sets for the classroom reading lesson and whaterseved as good reading
behaviour. For instance, early theories of readisgumed reading to be passive and
bottom-up (Dechant 1991; Gough 1972). Reading viesed as a decoding process
of recognizing the printed letters and words, bogdup meaning for a text from the
smallest textual units at the bottom (letters armmrds) to larger units at the top
(phrases and clauses) (Dechant 1991). Throughthbay the reader was viewed as

passive. For instance, when a child was able todiea text it was believed that the
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meaning and understanding would follow. The texttamed the message/meaning of
the text and through decoding the text the chiadder discovered what that message
was (Hirsch 2006). Stanovich and Stanovich (1988) that the ability to decode text
by knowing how sound is represented in print ig/verportant for success in learning
to read. In the classroom learners are taught khleabetic principle and how to
manipulate phonemes in words. Problems of reading second language situation

were viewed as decoding problems (Wray 1994).

The bottom-up view of reading however, had somatditions. One limitation was

that of viewing reading as a linear process. Acdogydo Gough (1972) during

reading, comprehension took place in a linear oadeprocessing from individual

letters to words, phrases to sentences and compigligethe message conveyed by
the writer through the text. The theory viewed rfegdas a passive process of
reconstructing meaning of the text. The meaningheftext was supposed to come
naturally as the code was broken. Reading was deresi a sequential process
moving from parts to whole. In reading the emphass on decoding, meaning was
secondary. In addition the theories do not recagthe contribution of the reader. For
the reader to comprehend the text it requires ¢ader’'s knowledge of the language

and how the language works, previous reader’s expeg and knowledge.

The second group of theorists viewed reading @spadown process. The theory
emphasized what the reader brought to the textori$is in this group held the view
that comprehension begins in the mind of the readwey already has some ideas
about the meaning of the text (Carrell et al. 199&) proceeded from whole to part.
Reading was seen as an active process of consggutianing. The meaning of the
text was dependent upon the background knowleddeiadgerstanding that the reader
brought. If a reader had background knowledge thadopic, the reader was likely to
form a hypothesis about what the text meant andden fewer clues in the text. So
meaning was brought to print and not derived fronmtp The reader formed
hypotheses and made predictions and sampled thoteanfirm or reject predictions
(Carrell et al. 1992; Pressley 2000).
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Kenneth Goodman contributed much to the meaningeébagpproach although he
claimed not to be the founder (Goodman 1992). Gaodiaescribed reading as a
‘psycholinguistic guessing game’, in which the madeconstructed.. a message
which has been encoded by a writer as a graphptagis(1967: 126-35). Through an
analysis of children’s reading errors (which Goodntalled miscuey he and his
colleagues produced evidence that supported theertion that children instinctively

tried to make sense of what they were doing whew thad.

According to Goodman there were three cues thaiedeh good reader to decode
words in a text. These were; semantics, syntaxtl@dyraphic-phonemic cues. The
most important of these three was semantics wisle¢ha least important was the
graphic-phonemic cue. This theory viewed readingraactive process in which there
was interaction between the author and the re&terinstance, when a reader was
reading a text and came across a word that wasudifto read, he tried to guess what
the word was, based on the context first. The reedeld then try to guess what the
word was, based on syntax. If these two cueingesystfailed to provide an

appropriate word, the reader would now focus onléfters of the word and try to

pronounce it. In this process, the reader wasterpret the text (Carrell et al. 1992;
Wray 1994). In his theory Goodman asserted thatlgeaders depended on context
for word recognition and that they made less usdettér information than poor

readers.

Smith (1994) agreed with Goodman. He defined repdis essentially a meaning-
making process. In order for a reader to receieeptinted message, the reader must
perceive, interpret, hypothesize, and evaluate. rEaeler also used his background
knowledge and the clues in the text provided bywhier (Carrell et al. 1992; Wray
1994).

Some researchers on reading such as Stanovich )(E38b Adams (1990) have

challenged Goodman'’s theory of reading as a resiiis inadequate account of word
recognition. Stanovich and Adams pointed out thtioagh Goodman asserted that
good readers depended on context for word recognénd that they (readers) made
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less use of letter information than poor readérgjais the good readers who did not
need to use context in order to decide upon a woveas difficult for poor readers to
recognize a word straight away. They needed corttextelp in word recognition.
Poor readers used a lot of valuable processingcigpa recognize a word. When
poor readers did this very little processing cayaeas left for comprehension. This
is because individuals possessed limited amoumpra¢essing space, and the more
space devoted to word identification the less sp#oere is available for

comprehension.

Empirical studies have falsified the top-down thes Studies have shown that good
readers do not sample portions of the text. Insteag process the entire text rapidly
and automatically. The top-down theories do nothappell to second language

learners. Readers reading topics which are conplatav and foreign and have no
background knowledge may find it difficult to predahead (make hypothesis) and
may need to rely heavily on processing informabarthe printed page.

The view of the top-down theory on background kremgle gives a misleading notion
to second language teachers. It assumes that @aeefts are provided with
background knowledge and are allowed to use thatvledge then learners will be
able to decode and comprehend text. Studies hawenstihat it is not only

background knowledge which is required in reading dso oral proficiency in the
target language. Well developed second languadepavficiency is associated with
well-developed reading comprehension skills (August Shanahan 2006).

Other people have also questioned the role of sahw@ory as a research theory.
They noted that it is difficult to know exactly hgwior knowledge is called upon and

used during reading (Grabe 1991).

The third group of theorists, whose ideas were lyiddopted, viewed reading as an
interaction of bottom-up and top-down processesulianeously throughout the

reading process (Stanovich 1980). These theosstsnaed reading to be interactive in
a number of ways. First they argued that theratsraction between the reader and
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the text. As a reader reads, many skills work ttegresimultaneously in the process.
Good readers allocate less processing capacitydaid recognition and hence freeing
more capacity for comprehension. If there are maisl with word recognition more
capacity is created for this (word recognition)legt expense of comprehension.

Secondly, when reading a reader derived meaning frothin the text s/he read

through decoding the individual words, sentencgsaragraphs, and by bringing what
s/he knew to the text. The more background knovdealgprior knowledge a reader
had about the subject matter of a particular reptéxt, the more understanding of

the text the reader would have.

Research findings in cognitive science clearly ssgjghat reading comprehension
requires a learner to possess a lot of backgroumowledge and vocabulary
(American Educator 2006). If a reader is not ablenake sense of a text, it is caused
by lack of appropriate schemata that can fit whi ¢ontent of the text (Brown 2001).
Park (2004) investigated the roles of linguistic knowledge adckground
knowledge, and question types in both second laygyh2) listening and reading.
Findings showed that second language readers gextdactual information more
easily than inferential information, but the rewenwas true for second language
listening. The data revealed that linguistic knalgle plays a significant role on both
skills. However, background knowledge played aificant role for listening but not
reading. Other people have also found backgrouravladge to be important in
comprehension. They say the richer the backgromoaviedge a reader has the richer
the comprehension (Hirsch (Jr.) 2006; Pressley 000

One crucial thing is being acknowledged in all theee different groups of theorists
on reading although the three groups emphasizerdifft components involved in the
reading process. They all underscore the importahceading to get meaning. They

all agree that the ultimate goal or reason fortorread is to get meaning.
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The implication of the interactive theory in thes$room situation is that it is the
pupils who have to do the reading and the writifipey need to read and to work out
the meanings of words. The role of the teachenénctassroom is to make the process
of reading words from a text effortless and autaorsad that the mind is free to reflect
on meaning (IRA and NAEYC 1998; Snow et al. 1998 important for the teacher
to help in activating knowledge about a topic foe tsecond language readers. The
teacher should help learners to focus on featurdsedext that can facilitate building
a scaffold for what learners will read. Featureshef text such as titles, illustrations

and the actual structure of the text can be used.

2.3Instructional approaches to the teaching of reading@nd writing
Instructional approaches to the teaching of reatienge changed considerably in the

past twenty-eight years. This has been a resuthedries such as constructivist,
interactive, sociolinguistic, and reader respoims®ties that have come up over the
years (Tompkins 2003). For a long time there hasenbconflicting opinions on the
best instructional approach to the teaching of irgpédnd writing (Cowen 2003;
Johnson 1999; Pearson 2004; Snow et al. 1998; @tdnA000; Wren no date). The
debate has focused on two methods of teachingngathat is, the phonic method
(also called skill-based approach) and the whohguage method (also known as

meaning-based approach). The two methods refléfeteint underlying philosophies.

2.3.1The Phonic Approach
This is an instructional approach that helps putglsead by sounding out parts of

words according to common pronunciation of theftels. The goal of the teacher
using the phonics method is to instil in pupils feonics rules and the common
sound spellings. Once pupils have been instrudteg tay become independent in
their reading, especially in reading new words thia spelt regularly in English.
Phonics instruction is based on the theory thatilpupeed to break down a
complicated skill such as reading into small congmis like letters before moving
on to tackle larger components such as sounds,swamd sentences. Right at the
elementary level, pupils need to learn the relatigm between the 44 sounds of
spoken English (the phonemes) and the 26 lettetisechlphabet. While this is so, it
has been pointed out that children are not borh this insight and that the insight
itself does not develop naturally either. Insteadhas to be taught (Lyon 1997).

Pupils have to be taught letter sounds from whieytcan sound out all the new
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words they need. Pupils have also to be taughdlsgls from which they can build up
and recognise new words. The ability to decode wadmportant and critical for all
learners be it first or second language learneszarners need to be able to identify
words independently and rapidly for them to reaeritly with understanding.

The phonic approach was influenced by the workezindie S. Chall (Snow et al.
1998). Chall intended to identify effective praescin reading instruction. She
concluded that reading programmes that includetésyatic phonics had substantial
advantages (Chall 1967). Research findings abaahieg phonics (Adams 1990)
also suggest that instructional approaches thdtidecsystematic phonics lead to
higher achievement in both word recognition andlisyeat least in the early grades.
In their study Foy and Mann (2006) report thateletound knowledge, phonological
awareness are highly predictive of pre-school chig reading acquisition.
Supporters of skill-based/phonics instruction hargued that children are better able
to decode words on their own after learning howléoode letters, sounds and letter
groupings (Armbruster et al. 2001; Blaiklock 2066y and Mann 2006).

Research has shown that explicit, systematic pBomstruction is effective for
beginning readers (NICHHD 2000). In the classroobody of phonics content such
as letter-sound patterns is identified, presented ilogical sequence and directly
taught for about ten minutes on each day duringading lesson. The teacher teaches
phonics in context rather than in isolation. Thecteer does this so that learners make
connections between letters, sounds and meaningni¢zh instruction in the
classroom is used as a means to an end, the end pepils’ ability to read and

comprehend the text they are reading.

However, phonics cannot be used as the only methtehching reading. There is a
possibility that pupils taught using phonics magdree so busy making the sound of
letters that they fail to understand the meaningazards, phrases or sentences they
are reading. If a pupil does not recognise wordskiyienough when reading, the

meaning will be lost (Lyon 1997).
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Malawian children start school without being alderéad or write in English or any
local language. Therefore, learning to read innguage such as English is likely to
be problematic for many Malawian children. Thidbecause the language that pupils
speak and know best is different from the Englshgbage used by teachers and
textbooks in schools. Most children do not spealgliEh outside school. They
experience English only in the classroom so tha&pedence of English is very
limited. Children start school without the concebtwhat printed words and letters
are. They do not realise that a reader looks at fnmom left to right or that the print
on a page is a source of information needed fodimga The reading that most
children will do is in the classroom. They are hkéo have no books at home to

provide them with extra language experience (Mahaz22001).

From these observations we may predict that witheffective instructional
approaches in teaching reading and writing, langmlrers of these pupils will have
problems in learning to read and write. Such leardepend on effective instructional
approaches to help them become readers and wiitesshool the Malawian child
will need to learn very fast how English lettersisé and how to combine them to
form words. The learning will also demand the chilability to form letters, ability to
combine these letters to make words and the wardsake sentences. The child is
expected to do all these manipulations while usmgect English structures.

In addition, the syllable method used in the teaglof Chichewa may cause some
confusion when used to teach pupils their firstdneg words in English. The sounds
in Chichewa are different from those in Englishliknin Chichewa, many letters in

English have several possible sounds. For exanmaeldgttero has one sound in

Chichewa. In English the same lettenas several sounds such as i//b /'womoan/,

/'ws3:d/, and /lwk/. This might be confusing to a ten year-old chédrning to read its

first words in English. A comparison of the Bananduages to which Chichewa
belongs will reveal that the basic building block Chichewa is the syllable, while
for English it is the letter or phoneme. The soutfierences in Chichewa and
English may constitute an area of difficulty forpgs learning English. Consequently,
teaching English as a second language will reqgnseiring that pupils understand the
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stream of speech, so that they are able to headistiactive sound features and to
approximate their production. Despite the contimshe two languages the use of the
phonic methods in the elementary grades may beuluseth the possibility that
similar underlying processes will help children dée and read words in Chichewa
and English. In their research Liberman and LiberifiZ®90) observed that although
teaching students to phonologically decode worddiffcult and demanding, it is

achievable. Once this ability is achieved, it laggllasting effects.

2.3.2 The Whole Language Approach
The whole language approach is also known as trenimg-based approach. The

approach emphasises oral and silent reading asawe##ading authentic literature. It
focuses on whole words and drawing meaning from dbwtext of words within

sentences and paragraphs.

This approach was influenced by the work of Kenr@ttodman. Goodman said that
reading was a natural process which can be ledyedchild, just as a child is able to
learn to speak, without being taught the rules @m/entions of printed text. Just as
the need to communicate orally prompted childrem#ster vocabulary and learn to
piece whole sentences together, children could tvated to learn to communicate
in written form (Coles 2000). Goodman argued tleaiding was guessing game

which the reader made use of context clues likegeising words printed on the
page, word meanings, grammatical clues, and reaginagegies such as predicting,

guessing, and reading silently.

In the classroom, whole language instruction fosusethe flow and meaning of the
text. Pupils are encouraged to decode each wodlighrits larger context. Pupils
focus on whole words and draw meaning from the eoxdnof those words within
sentences and paragraphs. The teacher is expectibter in pupils a love for

reading authentic and connected text and to leilgrgad real books alone and with

others. A pupil is said to be a good reader whesheecan use a series of context
clues and reading strategies to understand by Hiimsself a text he/she has not seen
before. Good readers, according to Lyon are abiel&te what is on the page to what

they already know. They have good vocabulariesardable to summarise, predict
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and clarify what they read. Good readers are alde & employ the sentence

structure within the text to enhance their compnsiwn (Lyon 1997).

2.3.3 The Balanced Approach

Inspite of the various arguments given in supporthese two approaches (phonics
and whole language); classroom practice shows ot have advantages and
disadvantages as regards their use. This is efipemiadent in English as a second
language context like that of Malawi. It has beeguad that the use of phonics may
create problems in pupils’ understanding of thé futaning of a text, as a result of
constantly breaking down words into parts (Devif84). In the Malawian situation,
a pupil enters school with limited or no exposuréhte English language; hence s/he
hardly has prior knowledge of concepts related tmnemic sensitivity, letter
knowledge, print awareness, the purposes of readjegeral verbal skills, and
vocabulary. Indeed, it can be argued that at tfleimentary stage, the Malawian pupil
needs to learn English through the whole word aggrdirst before phonics can be
used. This approach could help pupils to read thest words in English through
memorizing the shape of every word they learn. Haresuch pupils may not be

able to read every new word they encounter by meimgrthe words by shape.

Although the whole language approach provides tebenderstanding of the text and
a more interesting approach to reading than thaiplmne, on its own it cannot help
pupils to read, especially in a second languagatsiin. There are too many words in
the English language for learners to rely on memadion as a primary word
identification strategy. Therefore the use of tHeole language method is also likely
to be problematic. In this method the meaning & téxt is dependent upon the
background knowledge and understanding that thaerelarings to the text (Hirsch
(Jr.) 2006). For the Malawian pupil there is no erstianding that the reader can bring
because there is no connection between the wri¢genand the speech of the text.
Even if a pupil is able to decode a word that wbak no meaning. Thus the
Malawian pupil will have difficulty in understandjrthe connectiobetween text and
speechWren says,

When children have Ilimited English...vocabulary,
teaching them to decode the few words they know
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probably won't help them much. The act of readigsg i
really all about getting meaning from text, childneho
can only read a few words are not likely to ledmatt
text has a function or to develop an appreciat@mntlie
value of that function (no date: 2).

Although there have been conflicting claims abonstructional methods that
constitute effective teaching of reading and wgtin English, it has been argued that
neither of the two approaches (phonics or wholedwv@an be successful with all
children. Torgesen et al. (2007) argue that no lsirpproach to teaching is
appropriate in all situations. According to Acc&3snter (2004); MacGillivray and
Rueda (2001); Torgesen et al. (2007); Tomlinsor®@20effective teaching requires

alternative strategies to accomplish different goal

Learning to read and write is a complex, multifadeprocess that requires a variety
of instructional approaches (IRA and NAEYC 1998p®ret al. 1998). Teachers who
use a variety of teaching approaches can safelynamodate differences in students’
learning needs (Levine 1990; Shann 1990; TobinMabhnes 2008). Some children
learn by means of one approach whereas others thawmngh another. A mixed
approach that combines phonics with whole langustjkely to be beneficial to most
children (Curtis 1997; Tobin and Mclnnes 2008). sThuggests combining the two

approaches may lead to optimal results.

A combination of the two instructional approache$ound to have advantages over
and above either one of the two approaches. Ftarios, whereas one learner may
need little or no phonics to identify unknown wardsother learner may need much
phonics to become a proficient reader. Similarigual learners are likely to benefit
from the whole language approach while auditorgletis are likely to benefit more
from phonics (Curtis 1997). According to Braungad d.ewis (1997) children learn
best when teachers employ a variety of strategieaddel and demonstrate reading
knowledge, strategy, and skills. Research findisgggest that the best approach to
the teaching of reading and writing is to combiremics and whole language
approaches (NICHHD 2000; Snow et al. 1998). Rebehras shown that teachers

who use a variety of approaches to teach readimgvaiting are more likely to
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succeed in their efforts (Taylor et al. 2002; Toaimd McIinnes 2008) than those who
do not. A study at New York University (2007) confed that the three reading
processes: phonics in which words are decodedr I&tye letter; holistic word

recognition, in which words are recognized by trshape and whole language in
which words are recognized by the context of theesee work together to increase

speed.

A debate on effective instructional approachesetding has evolved over the past
ten years or so (Anderson 2000; Pearson 2004) ardses and educators now agree
that no single approach to reading is superiotltthe rest (NRP 2000; Pearson 2004;
Taylor 2008). Educators have celebrated the bathreading approach for a number
of reasons. First the balanced approach offersitamative to the two extremes of
either phonics or whole language. Secondly it ptesian effective combination of
instructional approaches. A combination of teachmmeghods used together will teach
a greater range of learners. Thirdly the balaraggaioach recognises that children
come to the classroom with different learning styéend so accommodates various
learning styles. Auditory learners are likely tonb8t from phonics instruction. Visual
learners on the other hand are likely to benefimfrwhole word approach. In
addition, there are different stages of readinguatiipn such as spelling-sound and
automatic. These different stages of reading reqilifferent approaches. Each learner
enters the classroom with different skills and efiént level of skills. Each learner is
likely to learn at different rates. As a result safich differences Gunning (2003);
Pressley (2002) emphasise the need to use a vaeitystructional strategies to

address the needs of the individual learners.

Instead of focusing on which of the two (phonieswhole language) is a better
approach, the debate now centres on the esseatiglanents of a balanced literacy
approach. Some people such as Jeanne S. Chall anlyrivl. Adams strongly feel
that skill-based instruction should be emphasizétinva reading curriculum while
others such as Kenneth S. Goodman feel that mopha&ss should be placed on
authentic reading tasks (Snow et al. 1998). A nunobeducators have called for a

balanced approachto the teaching of literacy especially in the wpayears of
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education (Arkebauer et al. 2002; Cesaron 2001; édo®003; Gunning 2003;
Pressley 2000, 2002, 2003, 2005).

It should be noted however, that the tdyatlanceditself has become the centre for
discussion. There is no agreement on what coresittite termbalancedapproach.
For some people, it means having instruction innptw balanced with whole
language instruction (Grossen 1997). For othemrseidns starting with phonics at the
elementary grades followed by whole language oe wiersa. It is not clear how
exactly this mixture should be accomplished in dlessroom situation. For Pressley
(2002) balanced instruction is that which integsaskills instruction and holistic
literacy opportunities. According to Pressley, timegration should include the
development of decoding skills, sight words ancdh riocabulary development,
specific comprehension skills, and reading withirsaiocultural context. Spiegel
(1998) on her part departs from the debate of misoversus whole language. For her,
the balanced approach is an approach built on ndseld views teachers as informed
decision-makers. It is therefore flexible, andsitbuilt on a comprehensive view of
literacy. According to Spiegel “this comprehensiew of literacy is inclusive”. She

argues that:

» literacy involves both reading and writing;

* reading is not just word identification, but wodntification is part of reading;

* readers must be able to take different stancesaiding: aesthetic and efferent;

* writers must be able to express meaningful idezaxrig;

e writing is not just grammar, spelling, and puncimat but those are all part of
effective writing;

» acomprehensive program develops life-long reaaiedswriters.

Snow et al. 1998 are not happy with the use otéhmbalance They suggest the use
of the termintegration rather tharbalance They argue that an integrated approach
brings into sharper focus all requirements necgs$ar understanding reading
instruction. Strickland (1998) seems to agree Witk view when she cautions against
using instructional extremes. In order to avoidufat debates she advises against

advocating either phonics or whole language instvoc
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The National Reading Panel (NRP) in America synfieesthe extensive research on
teaching students to read (Pressley 2001(a)), ilogus children from kindergarten
age to third grade. The panel concluded that bbttnjgs and whole language are
important in teaching children how to read (NRP @0Qn its report, the panel
contended that these two strategies-phonics andewhnguage-along with a good
deal of time for children to read, to be read toj 0 write, are important components

of balanced reading instruction.

2.4 Research-based critical skills and effective gpoaches in teaching reading
Over the last sixty years, scientists from manyld§ieincluding psychology,

linguistics, paediatrics and education have beedysig the reading process (Walsh
et al. 2006). This science of reading has led tarmber of breakthroughs (Walsh et
al. 2006) which can help in developing literacy anildren. In their synthesis of

research, the National Reading Panel identifiedskédls and methods that are critical
to achievement in reading. The Panel identifiediemand systematic instruction in

five components as essential to effective readisgruction (Pressley 2001). Five of
the six elements of reading instruction the Paestarched yielded positive results in
reading achievements. In other words, explicit apstematic teaching of these five
components was found to be crucial to effectivelirginstruction and achievement
in reading. These elements included phonics, phaneawareness, fluency,

vocabulary and comprehension (NRP 2000; Pressiey g4)).

August and Shanahan (2006) also report that irtgdruthat provides coverage of the
key components of reading identified by the Natidd@ading Panel has clear benefits
for language-minority students. Furthermore, teeBnt stages of acquiring reading
such as letter-sound, word recognition and autamatjuire different instructional

approaches. This study would like to adapt these élements: phonics, phonemic
awareness, fluency, vocabulary and comprehensidmeasomponents of its balanced

approach.

2.4.1 Instruction in phonics
Phonics instruction teaches pupils the relationbleigveen the letters (graphemes) of

written language and the individual sounds (phorgmef spoken language
(Armbruster et al. 2001; Texas Education Agency2@8); Wren 2002). Thus
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through systematic and explicit instruction in stsymbol relationships (phonics),
pupils learn the relationship between the letténsrdten language and the sounds of
spoken words (Moats 1999; Texas Education Agen®p 2@). While not sufficient
in itself for reading success, knowledge of thehalget principle that is, letters in
written words representing the phonemes in spokemsy is important for learners
to develop good decoding skills. Equally importatlearners’ knowledge of the
letters in English. The letters in English are Hasic units of reading and writing.
Several studies have demonstrated that familiavitly the letters of the alphabet is

an indicator of future reading success.

Research on phonics has indicated that letter-séuaogledge is a prerequisite to
effective word identification. The ability to idefyt words in print is the foundation
for reading. Research findings on instruction immhbs also indicate that awareness
of the relation between sounds and the alphabetbeartaught (Liberman and
Liberman 1990). Phonics instruction is importantéese skill in phonics helps
pupils to recognize familiar words and decode urnifam ones. This ability
significantly improves pupils’ word recognition, edfing, and reading of words and
sentences (Moats 1999; Learning First Alliance 20@Xas Education Agency 2002
(a). Moats (2005) asserts that learning to spaill laarning to read rely on much of
the same underlying knowledge such as the reldtipadetween letters and sounds.
According to Learning First Alliance (2000); TexRducation Agency (2002 (a) a
primary difference between good and bad readetkeisability to use letter-sound
correspondence to identify words. Students whauisegand apply the alphabet
principle early in their reading careers reap loegn benefits (Babayigit and
Stainthorp 2007). A Houston-based study in Amecoacluded that at-risk students
performed better when explicit, systematic phonitstruction was taught first in

their reading curriculum (Foorman et al. 1998).

Many studies have shown that learners in kindeegathrough the sixth grade
benefit from systematic and explicit instructiorpimonics (NRP 2000). Improvement
in phonological awareness positively impacts ondadentification skills which in

turn lead to improved comprehension skills. Kod@9@) explains that phonological
decoding skills are a necessary part of instrucéepecially for second language

learners who are not literate in English. Koda @)90oints out that, phonological
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processing skills are amongst important readingl skimponents that distinguish

native English readers from non native English eesd

A variety of approaches to systematic phonics utsiton have been shown to be
effective (August and Shanahan 2006; Juel and Mi@igo 2000; NRP 2000. The
National Reading Panel (NRP) (2000) reported tlraictinstruction in phonics was
highly effective under a variety of teaching comadis with a variety of children.
Instruction in phonological awareness helps learnter identify the alphabetic
principle. Simultaneously, learning to read alphm&bescript also develops
phonological awareness. Although the alphabetidsskire critical as foundation
skills and primary focus of beginning instructiall the five components phonics,
phonemic awareness, fluency, vocabulary and corepsebn reinforce each other
and so develop simultaneously (Kruidenier 2002jaitilitating comprehension. In

the classroom teachers need to focus on all tieectivnponents (ibid).

2.4.2 Instruction in phonemic awareness
Phonemic awareness is being able to hear, idestiflymanipulate individual sounds

also known as phonemes in spoken syllables andsai@diams 1990; Armbruster et
al. 2001; Moats 1999). Phonemic awareness instrués important because it helps
pupils to spell (Babayigit and Stainthorp 2007)l#o improves pupils’ word reading
and reading comprehension (Armbruster et al. 2@a-Hui 2001; Pressley 2000;
Spear-Swerling and Sternberg 2001). Research fisdireveal that phonemic
awareness instruction is effective in promotingdreg (such as word reading and
comprehension) and spelling skills (Adams 1990; N®BO0). There is a substantial
body of research studies that investigated issupsiitant to the teaching of phoneme
awareness (Babayigit and Stainthorp 2007; Preéy (a); Stuart 1999), and that
significant gains in phonemic awareness can beeseti with teaching (Pressley
2001(a)). Findings suggest that learning such sskélds to significantly greater
success in learning to read. Research findings strdies on kindergartners from
diverse linguistic backgrounds also confirm thae thlphabetic knowledge and
phonological awareness are best predictors of sadceearly reading (August and
Shanahan 2006; Chiappe et al. 2002; Muter and 8limt2001).
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If phonemic awareness is a critical skill in leagnto read and yet cannot be acquired
naturally, this is an indication of how importahid to have it taught so that learners
acquire reading and writing abilities. Adams 1988ams et al. 2004; Chia-Hui 2001,
and Yopp 1992 offer helpful suggestions and aetisitfor developing phonemic

awareness in pupils.

Kame’enui et al. (1997) assert that one of the ngostpelling and well-established
finding in research on initial reading are thatréhés an important relationship
between phonemic awareness and reading acquisifioa. findings show a high
correlation between knowledge of letter sounds andcess in learning to read
(Adams 1990; Mishra and Stainthorp 2007; Stuart9i9®rgesen et al. 2007). It is
therefore important that children develop the cphtieat printed words are composed
of letters. Knowledge of letter names appears tdit@e the development of word-
recognition. Lack of phonemic awareness suggesisoag likelihood of failure to
learn to read. When children cannot manipulatesthands in spoken words, it will be
difficult for them to match such sounds to lettarsl letter patterns, that is, they will
not be able to decode (Adams 1990). Pupils whdoaginning to learn to read need
to learn that spoken words are composed of a ldnitember of identifiable,
individual sounds or phonemes. This understandahgp referred to as phonemic
awareness, is an important contributing factor rowdearning to read successfully
(Hatcher et al. 2004). A number of research findiagggest that phonemic awareness
is not only the most powerful predictor of succeasdeginning reading but also a
necessary prerequisite to learning to read (Ada@89;1Hatcher et al. 2004; Hulme et
al. 2002). Wise et al. (1990) concluded that fgside readers who learned to read
words by segmenting them into onset and rime sibuemembered how to read the
words better than readers who segmented the watdsother units. In her study
Adams (1990) concluded that an analogy approaohtisnly an effective method for
teaching pupils to decode but also a strategy, lwiicused by skilled readers. For
instance, a pupil who is able to regelrwill be able to learn to reatdear, bear ear,
fear, near, smeafAdams 1990). In their study Yeh and Connell (208i8)wed that
instruction that emphasises phoneme segmentatianonly promotes phoneme
segmentation skill, but also promotes future regdability than rhyming or

vocabulary activitieslt is therefore, important that children understahdnemes and
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be taught to identify and manipulate these sounts.uResearchers suggest that a
combination of instruction in phonemic awareness latter-sounds appears to be the

most favourable for successful early reading (Hhskeal. 1992).

Other research findings suggest that better resarks achieved when phonemic
awareness is taught to small groups of learnemnpfuister et al. 2003; Collins 2005;
Whiteley et al. 2007). Use of small groups in asstaom will be a major challenge
for this study. Although the teacher/pupil ratioriega from school to school and
between urban and rural schools, most schools lawldave a teacher/pupil ratio of
over 60 pupils to a teacher. Mchazime and Sieg88)16bserved that in urban areas
one can find a teacher/ pupil ratio of 1:38 whileural areas it can be as high as 1:72.
In some cases it can go up to 1:100. It is theeefmt possible for the study to split
the number of learners in a large class into sgrallips. Authorities do not allow this

to happen.

Research evidence on phonemic awareness showgpltbaemic instruction that
focuses on one or two types of phonemic awarenetssbgtter results (Armbruster et
al. 2003). The findings suggest that blending aagh®entation are fundamental skills
that must be taught especially at the kindergaoteelementary levels. The research
findings also suggest that instructional effecte®nis increased when manipulation
of letters is added to these two phonemic awarertasg&s (blending and
segmentation) (Armbruster et al. 2003). As reggfusnemic awareness instruction,
this study will focus on rhyme and initial soundemdification, which are at the
beginning of the phonological awareness developroentinuum. Considering that
the study is dealing with grade four pupils in Meilavho are well above kindergarten
or grade one pupils in America, it will also focaesm phoneme deletion and
manipulation which are tasks at the end of the plomical awareness development
continuum (Armbruster et al. 2003).

2.4.3 Instruction in fluency in reading
Fluency in reading can be defined as an abilityelwognise words and sentences

rapidly, precisely and efficiently (Armbruster dt 2001; Moats 1999; Perfetti and
Hart 2001). According to Rasinski (2003) fluencythe ability to read accurately,
quickly, effortlessly and with appropriate expressiand meaning. Samuels agrees
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with this definition of fluency in readers. He sdfisient readers are characterised by
the ability to read orally with speed, accuracy gmdper expression” (2002:167).
Fluency is important because of the influence & ba comprehension. Learners need
to identify words accurately and quickly for theencomprehend what they read. This
is because as human beings we possess a limitah&af processing space, and the
more space we devote to word identification thes Isgace we have available for
comprehension. So indeed, fluency provides a brizigezeen word recognition and
comprehension (Armbruster et al. 2001; Pikulski &hard 2005).

Rasinski (2006) goes a step further and says lildy is a bridge between phonics
and decoding on one hand, and vocabulary and ctrapsen on the other. Readers
who are fluent recognise words automatically (MaE@99) and group these words
quickly in order to gain meaning from what theydeBluent readers are able to make
connections among the ideas in the text and betweeext and their background
knowledge. On the other hand readers who are mehftlin reading focus their
attention on decoding word-by-word. Such poor readese large portions of the
available resources for word decoding. This resmlteesources not being available
for comprehending the text (Armbruster et al. 20@&&muels (2002) in his discussion
of the theory of automacity in reading says thafipient word decoding occurs when
readers move beyond conscious accurate decodiagttonatic, accurate decoding.
At this automatic level, fluent readers decode wondth minimal attention to the
activity of decoding. Such readers do not haveound out most of the words they
read. Instead they instantly and accurately resggthe words they read on sight.
Fluency enables readers to understand what theybyefocusing their attention on

the meaning of the text rather than concentratmgecoding the words as less fluent

readers do.

Although word recognition is important in readirap its on it is not sufficient for

fluent reading. In addition the reader needs testrant meaning from the recognised
words. Fluent readers are able to do both tasksgheecognise words and construct
meaning at the same time. Such fluent readerskdeet@ do this because of efficient
word recognition and oral language skills (PangleR003). Texas Education Agency
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(2002 (b) offer some strategies for developing irgdluency in pupils. Grabe and
Stoller (2001) say that fluency can be built thiougxercises such as timed and
paced-reading activities, word recognition exesisead-aloud group and pair work,

re-reading and extensive reading.

Research recommends the use of two instructionptoaphes (Armbruster et al.

2003) to teach fluency. One is guided repeated wratling (NRP 2000; Texas
Education Agency 2002 (b). In its report, the NadsibReading Panel (NRP) (2000)
concluded that repeated oral reading had a positiveact on learners’ word

recognition, fluency and comprehension. Studieelsown that even adult learners
benefit from repeated reading (Gorsuch and TagR0BOB). In repeated reading the
teacher encourages pupils to read out passages walale giving pupils systematic

and explicit guidance and feedback. The other amtras allowing pupils to read

silently on their own inside and outside the clasar with little guidance or feedback
from their teachers (Texas Education Agency 200R Tdis latter approach will be a
big challenge in the Malawian context where theme @0 supplementary reading
materials besides textbooks (Milner et al. 200lin@mbo et al. 2005).

The National Reading Panel (NRP) (2000) reportedl ithstructional approaches that
improve fluency have a positive impact on word grabon and comprehension.
Teachers need to develop both accuracy and fluendiie learners. Carnine and
Carnine (2004) point out that when teachers empbasn accuracy during early
reading learners will develop habitual accuracybill accuracy in turn will
contribute towards accurate reading without gréattefrom the learners.

2.4.4 Instruction in vocabulary
Vocabulary is the knowledge of words and word megsi(Diamond and Gutlohn

2006). According to Stahl (2005) and Scott (200®)cabulary knowledge is
knowledge of a word that includes its definitiorddrow that word fits into the world.
Learners need to learn not only new words but disepen their knowledge of the
words they already know. Vocabulary is a cruciahponent skill that supports early
reading comprehension development (Grabes 200&ckifJr.) 2006; NRP 2000;
Stahl 2005). The NICHHD describes vocabulary astipying an important ground
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in learning to read (2000: 4-15).

McShane (2005) says vocabulary is vital to readimgpprehension in two ways. The
first is oral vocabulary. In the process of leagito read a learner learns to connect
printed words with words in his/her vocabulary. Quay of making that connection
is through decoding. Using letter sounds the laatramslates the printed symbols
into meaningful words. Decoding will be useful espy when the words are
already in the learners’ oral vocabulary. Oralalmdary is critical for meaningful
reading. According to McShane (2005) the seconld between vocabulary and
reading is that readers cannot comprehend a tégssithey understand the meanings
of most words in the text. Readers understand eke iy assembling and making
sense of the words in context. Several researchestinave documented the strength
of the relationship that is there between vocalyusard comprehension (Carlo et al.
2004; Hui-Tzu 2008; NRP 2000; Proctor et al. 200Bhe more vocabulary
knowledge a reader has the more likely that reatilebe able to comprehend a text.

Vocabulary in reading includes oral language dgualent and the development of
reading vocabulary (Armbruster et al. 2001). A cetept reader needs to have
reading vocabulary in order to communicate effetyiv An example of reading

vocabulary would be words that a pupil can idenitifyprint whereas oral vocabulary

refers to words that he/she uses in speaking ogreses in listening.

The importance of vocabulary knowledge for schagkess in general and reading in
particular is well documented (Boulware-Gooden let2807; Burt et al. 2003;

McGee and Schickdanz 2007; NRC 1998; Scott 200&h| S1005). Learners cannot
understand the content of what they read unlegsuhderstand the meaning of the
majority of words in the text (Antunez 2002; Arrabter et al. 2001). Studies on
vocabulary instruction reveal that most vocabuleam be learnt indirectly, and that
some vocabulary must be taught. There are a nuofbiestructional approaches to
the teaching of vocabulary which have been founddoeffective (Taylor 2008).

Direct vocabulary learning includes explicit ingtion in both individual words and

word learning strategies. Instruction in vocabulésgfore learners read a text is
important. It helps both in vocabulary learning amdlerstanding of the material to be

read. Pre-reading activities help in increasingriees’ word knowledge and enables
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them to know what most of the words mean beforg tam understand what they are
reading. English language learners who have dgfigitheir vocabulary are less able

to comprehend text at grade level than their Ehghisly peers (August et al. 2005).

Increasing the vocabulary for learners is part paitel of the learning process. It is
said that vocabulary instruction is important fdr laarners, be it first or second
language learners (Blachowicz et al. 2005). Vocatyubevelopment is especially
important for those learning English as a secomgdage (Diamond and Gutlohn
2006). Besides affecting reading comprehensionhwdeay knowledge also helps in
the way a learner participates in expressing thBmseén the classroom. Vocabulary
instruction can also improve learners’ knowledgguagition and understanding of the
world around them (Blachowicz et al. 2005). Thislules learning in other subjects
such as science, social studies besides English.l@drners need to recognise the
words in print and match the recognition with thenal proficiency in English.
Vocabulary knowledge helps improve reading, andirgpexperience leads to gains
in vocabulary knowledge (Armbruster et al. 2001rtBet al. 2003; Grabes 2006).
According to Blachowicz et al. “Whatever a studsntchievement level in a
particular area of study, be it minimal, moderateadvanced, vocabulary instruction

will promote further learning” (2005: 2).

There are several other ways of helping learnereeldp their vocabulary. One
effective way is by fostering word consciousness #aareness of and interest in
words; the ability to reflect on and manipulate dgas units of language) (Scott and
Nagy 2004). Scott (2008) argues that word constiess helps students become
aware of words in ways that go beyond a particsédrof words. She also asserts that
words are the building blocks of communication. gish language learners have to
therefore, learn both basic words for communicationEnglish and academic
language which is found in schools and books (X8). Some researchers suggest
that vocabulary can be built through extensive ireadHui-Tzu (2008) carried out a
guasi-experiment to compare the effectiveness dding plus vocabulary-
enhancement activities and narrow reading amonglighn@s foreign language
students. The findings suggest that reading plesisied vocabulary exercises are
more effective and efficient than the narrow regdapproach in facilitating target

vocabulary acquisition and retention among EFL etiisl  Blachowicz et al. (2005);
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Scott (2008); and Yates (2008) offer some suggestan how to increase learners’

vocabulary.

In addition other ways of developing learners’ afoglary through instruction are
using new words in many different contexts; idgmmti§§ words inside other words for
example other words from the word fishermésh, fisher, is, she he her, man an;
using word roots, prefixes and suffixes, and usheysound of the word. The more
learners use new words in a different context tlugeniikely they are to learn the
meanings of the new words and how to use them. Abeu of studies that
investigated issues important to vocabulary hawenlsarried out (Carlo et al. 2004;
Kuhn and Stahl 1998; Robbins and Ehri 1994). Cogmniscience research also
suggests that reading comprehension requires eletly possess a lot of vocabulary
and a lot of background knowledge (American Educ20®6; Hirsch Jr. 2006). Some
studies on vocabulary development indicate thahkya can develop their vocabulary
through (a) engaging daily in oral language, (b)eling to adults read to them, (c)
reading extensively on their own (Armbruster e2801).

Blachowicz et al. 2005; Lesaux and Geva 2006 empidiat research has shown as
regards vocabulary development. They say that refsdeas revealed that the biggest
factor that differentiates the reading performamwcefirst language learners from

second language learners in English is languageabudary knowledge. First

language learners surpass second language leamagstigations that try to address
the vocabulary needs of English language learnavse been carried out (Carlo et al.
2004). Findings reveal that by teaching word anslgsd strategies for vocabulary

learning reading comprehension for learners immove

These findings have serious implications for thdaM@an pupil learning vocabulary.
Most of the parents and adults close to pupil®diare not fluent in English. Very
few households help their children with schoolw@g@himombo 2005; Mchazime
2001). There is little of a reading culture in pairy schools. Primary school teachers
in Malawi do not seem to regard the home as a cemghtary partner in the
teaching/learning process (Chimombo 2005). Scha@sot well resourced in terms

of teaching aids (Chimombo 2005). Most pupils’ hemespecially those in rural
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areas, lack radios from which they can listen tglish being spoken (Chimombo
2005).

Fortunately vocabulary instruction which is apprap for the age and ability of
learners has been shown to lead to gains in lesiroemprehension (NRP 2000). As
indicated earlier on, one way of meeting the cingiée of promoting literacy in

English among Malawian pupils could lie in improyithe teachers’ instructional
approach to the teaching of reading and writingisTik all the more reason why
teachers in this study need to be trained to usetefe instructional approaches, to

know and incorporate ways that help pupils learcebalary directly.

Instruction that promotes active engagement withcabalary is beneficial
(Armbruster et al. 2001; Diamond and Gutlohn 208&hl 2005). Such instruction
includes explicit teaching of vocabulary before igipead a text, using prefixes and
suffixes to decipher word meaning and context c(fsnbruster et al. 2001).
However, not all words can be directly taught imassl (Armbruster et al. 2001;
Diamond and Gutlohn 2006; NRP 2000; Scott 2008gré&tare more than 600,000

words in the English language.

2.4.5 Instruction in comprehension
Comprehension is the ability to understand and gaganing from what has been

read (Armbruster et al. 2001). According to Pangakt (2003) comprehension
involves word knowledge (vocabulary), thinking arghsoning. McShane (2005)
agrees with this definition of comprehension angssiat comprehension requires
active, strategic thinking and also basic readikdlsssuch as decoding (word
identification), fluency, and vocabulary. When aader is not able to decode
automatically and read fluently then his/her corhpresion suffers. According to
Pressley (2001 (b)) comprehension is the culminatiba series of processes which
begin with letters and sounds, proceeding to ifieation of words, fluent use of
those skills (that is, processing of letters, sesurmhd word identification), and

understanding of the meanings of words and senéence

The Rand Reading Study Group (2002) defines congms2bn as a process where a
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reader extracts and constructs meaning from a Téae.group uses the words extract
and construct in order to emphasise the fact thet not the text that determines
comprehension (ibid). According to the Group corhpresion involves three
elements; the reader who does the comprehensian, tékt that has to be

comprehended and the activity itself in which coemgnsion is a part.

Comprehension is important because it is what ngpidi all about. Every reader who
reads a text, reads it for a purpose and readswudf iis active (Moats 1999). The
National Reading Panel (NRP) acknowledges thizyagirocess of reading. It says “a
reader reads a text to understand what is reagristruct memory representations of
what is understood, and to put this understandingse (2000: 4). Readers make use
of their experience and knowledge of the world,aldary and language structure,
and knowledge of reading strategies in order toetstdnd a text (Armbruster et al.
2001; Moats 1999).

Wren (2008) says there are two equally importantmanents to comprehension. One
part is decoding which is the ability to translatetten text into speech. The other
part is the ability to understand spoken langu&jruggling readers including those
learning English as a second language have probleitis either language
comprehension or decoding or both these (Wren 200&yder to be able to read and
understand a text a learner needs to be able terstadd the language of the text. For
learners to understand language they need to hemel&dge of the mechanics of that
language (ibid). By implication learners need toéhan implicit knowledge of the
English language structure in order for them toehlanguage comprehension. Wren
(2008) points out that speech is the most typicainf of language. In order to
understand speech a learner should be able tdychesar, distinguish, and categorise
the phonemes within the speech (ibid). A learneo Was problems in distinguishing
the English phonemes will not be able to hear tifferdnce between some words

such aghis, with; things wings fins; bread bled

Good readers use comprehension strategies in twdewmprehend a text they are
reading. Research has shown that different methamds effective in teaching
comprehension (Pang et al. 2003). Text comprehensam be developed through

teaching comprehension strategies (Adler 2004; Auaster et al. 2001; Pressley
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2000, 2001(b)). Comprehension strategies help éearo have a purpose for reading
and to be active and in control of their readinglék 2004).

Adler (2004) discusses the following seven strateghat learners can be taught,
monitoring comprehension, thinking about thinkirggaphic organisers, answering
guestions, generating questions, recognising tbey dtructure and summarising.
Teachers can teach learners these strategiesudin in monitoring comprehension
will assist learners to be aware of what they ustd@d and not understand as they
read. When they have problems in comprehendingtakethey find strategies to
resolve the problem. When using thinking aboutkimg strategy learners will have a
dialogue as they read to identify where they haygablem, and put in their own
words the difficult sentence. Instruction in graplorganizers can help learners to
focus on the text structure. Graphic organizer$ gvibvide learners with tools they
can use to examine and show the relationship exia For example when there is a
picture or illustration at the beginning of texateers can use this picture to predict
what the story is about. Instruction in answeringsions will give learners a purpose
for reading, will help learners to focus attent@mnwhat they are to read and they will
be actively involved in the reading as they read answer questions. A strategy in
generating questions will help learners to ask s about the main ideas of the
text. Instruction in recognising story structurdl \welp learners identify the categories
of content such as characters, settings, plot aethé. When analysing the story
structure the reader becomes aware of elementgedtory. It is this awareness that
will facilitate comprehension and memory. It hasanentioned earlier on that
instruction in story structure improves comprehensi Teaching learners to
summarise will help learners to put into their owards what they have read. For
learners to be able to summarise they will havdeti@rmine the main ideas in a text
and put these into their own words. As they sumsealearners will remember what
they read. Research has shown that learners whabéeeto summarise information
are better at recalling the summarised informatind more successful in answering
guestions about the text than those not taughiorsarise (NICHHD 2000). Ahmad
and Asraf (2004) examined reading comprehensiategfies of four readers of first
(L1) and second (L2) languages. Findings suppoet ithportance of teaching

comprehension monitoring strategies and vocabulary.
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In addition to using strategies there are a numiferother ways to increase
comprehension skills in pupils through instructi@aker et al. 2002; Boulware-
Gooden et al. 2007). In their study Baker et aD0O@ showed how to provide
meaningful access to the general education cuumculor students with learning
disabilities. They report that the presentatiorclmdllenging content to academically
diverse learners can be demystified using contehamcement techniques. Gibson
(2004) provides techniques for helping learnersumegcomprehension skills and
strategies.

It is critical for pupils to achieve text comprelam, especially when they move
from one grade/class to another. For instancedrMblawian situation the need to be
able to read in English is especially felt fromnstard five onwards where all text
books are written in English (except the Chichewats) and the medium of
instruction is also in English. Good command ofdieg skills in the English

language is essential for pupils to access infdonatwritten in textbooks.

Consequently the ability to read in English becogresial for pupils in standard four
before they move to standard five in order for thenbe successful at school and in

life in general.

The next chapter discusses the methods and prasethat were used to carry out the
study. The discussion includes an overview of thedys background to the study and
its genesis, how the research was set up, whatehagpto the participants, what

methods of data collection were used and whatwata collected.

69



Chapter 3

Research Design and Methodology of Study

3.10verview of the study

The purpose of conducting this research was tostigate whether or not teachers’
use of the balanced literacy approach as an inmtgore can improve pupils’
achievement in reading and writing in English. Tegearcher expected to observe an
increase in pupils’ reading and writing abilities manifested in previous research as
the pupils responded to instructional approachas eémphasized phonics, phonemic
awareness, fluency, vocabulary and comprehensioa.ré@sults of the investigations
would either support or would not support the firgsi of other researchers on the use

of the balanced literacy approach and its rolgudent learning to read.

This chapter gives details of how and why the staawme to take its current form.

The chapter also describes various research metiwds to highlight those aspects
of research design that have practical implicationthe design adopted in this study.
The chapter ends by defining the research desigh paasenting the procedure
through which the study was carried out. The bamlgd to the researcher, co-
investigator and research assistant is also pregemhis is done in order to show the

relevance of the researchers’ background to thethay played in this study.

3.2Background to the study and its genesis

From time to time, as a curriculum specialist, tbgearcher went to visit schools to
get first hand experience of how the curriculungémeral was being implemented. In
the recent past the researcher and a colleagued/isbme schools in the Phalombe
district of Malawi to monitor and evaluate gendengtivity among teachers in their
day-to-day teaching after their training at the &l Institute of Education. On one
such visit, the researcher withessed an Englistimgdesson in a class. The teacher
was teaching reading of a passage followed by tibetdrom the book (Chilora et al.
1994)Activities with English: A course for primary scl&orhe teacher wrote on the
chalkboard:

Teleza is / at Kulini secondary school. /
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Her best friend / at school / is Jane. /
Both girtge in form two. / (Chilora et al. 1994:20)

The teacher went over the passage orally with thglg Initially pupils read the

passage aloud in unison, guided by the teachepilsPwere then asked to read the
passage in rows guided by the teacher. The teagkedd some individual pupils to
come to the front to read. Three quarters of thalpwaised their hands to volunteer.
The teacher selected one pupil at a time. A tdté&m pupils were selected. None of

the ten pupils selected were able to read on tverr.

The teacher erased the passage from the chalk laoardlictated it to the pupils,
pausing at each slash to give the pupils time itewwVhile writing the dictation, at
each pause, pupils raised their hands and shodtedcher, teacher, finish! (sic)”
(Pupils were telling the teacher that they hadsfied writing a dictated phrase so the
teacher could continue dictating to the pupils tilext phrase in the passage as
required). Finally the teacher read the passage more at normal speed for pupils to
check what they had written. The teacher then agkgds to exchange their books
and mark each others’ work.

The researcher went around the enthusiastic atasset what pupils had written. The
researcher noticed that pupils were not able ttevini a straight line. They were not
able to form letters of the alphabet. They did kimdw when to use capital letters or
punctuation marks. What was even worse was thardbearcher was not able to
recognise a single written word in twenty exerdiseks that she checked at random
out of a class of seventy pupils. The pupils whiesson was observed were lively
and eager to learn but they did not have the requieading and writing abilities.

From what the pupils had written on that day, coaike have claimed that any

learning had taken place? Why were pupils not ttbtead and write in English?

Subsequent visits to other primary schools in thees district confirmed that the
problem was widespread. A further literature stindicated that the inability to read
and write at this grade level was not peculiathi ¢lass that the researcher observed

but nation-wide. Why was it that after four yeafdearning English pupils were not
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able to read and write simple words? How would plgils cope in standard five
where the medium of instruction is English? What lba done to help standard four
pupils to read and write before they get to stathdi@e? The researcher was amazed
at the pupils’ motivation and willingness to try tead. The researcher’s interest
came from these classroom observations. She weaddnat instructional approach

could help these pupils to read and write in Einglis

The researcher was aware of the many factors itaede learners’ achievement in
the English language class. Some of these areuseshortages, for example of
teaching and learning materials like books, bub afsdesks, chairs and classrooms.
There are also high pupil-teacher ratios. The rebea was also aware of the
background to these shortages in a typical Malawd@ssroom. There was no
possibility within the system of reducing the clasges or providing the teaching and
learning materials that were in serious short suppl schools. To improve the

situation the researcher chose the relatively eagition of using teachers. The
reason for deciding to use teachers was that temaeine “the strongest influence on
learning” (UNESCO 2000 (a). Although there were somacher shortfalls in most

schools in the country, at least all schools hateacher to teach one or two
classrooms. N’Namdi (no date) says, teachers iaeetly responsible for creating

and applying techniques and strategies that leagdiding comprehension. Therefore,
this researcher decided to use teachers in thg.stud

Initially the researcher thought of investigatingwheffective the teachers were in
teaching reading. The idea was dropped when theareher reasoned that such a
study would have no immediate direct effect on #tendard four pupils. The
researcher’s argument then was that even if thehéza were found to be effective in
their teaching, there would be no immediate berddfithe results to standard four
pupils. The researcher decided to work on the #athnstructional approach. A
UNESCO (2000 (b) report on inclusive education s#lys way teachers teach is of
critical importance in any reform designed to immayuality”. Taylor et al. (2002)
confirm this when they say that how children anggtd is as important as what they
are taught. Pupils in Malawi learn to read andentiiirough the teaching that goes on

in the classroom. Therefore the way teachers hahdie classes and the way pupils
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respond to this must play a part in determiningvbat extent the pupils learn to read
and write. The many questions that the researchigally raised were now narrowed
down to “What instructional approaches can helgéhearners to be able to read and

write in English?”

Through the print media the Malawi National Reskatouncil called for proposals
from institutions to carry out research on serimssies in education in Malawi. The
researcher responded to the call. The researcitethtg indeed the inability of
standard four pupils to read and write in Englisksvan issue of great concern to the
country which required urgent intervention. Sineading ability forms the basis for
other areas of learning it is important to ensinag pupils in primary school attain
proficiency in reading. As was required by the Na#il Research Council of Malawi
the researcher was joined by a colleague in writivegresearch proposal. The title of
the proposal was “Improving literacy in Englishdbhgh the use of the balanced

approach”. The research proposal was successfilei#gpx 8).

Through a letter signed by the then Director of Ealawi Institute of Education
permission was sought to carry out the researclZzamba district rural area
(Appendix 9). The Division Manager was receptivethe idea of carrying out the
research in Zomba district rural area. He pointatitbat most of the interventions
that had taken place before were all done in Zordlsdrict urban area. The
intervention in Zomba district rural area was ayverelcome idea as far as he was
concerned. He promised to do everything possibleisnpowers to ensure that the
project started and ran smoothly to the end.

It is during this meeting that the researcherdatid what was required for the study
to start off such as standard four pupil enrolmmaihbers for each school in Zomba
district rural area, a list of standard four teasheith their academic qualifications,
mode of training and the number of years they heghlteaching and the schools at
which they were teaching. The standard four pupibenent numbers for each school
were required in order to prepare the right quesstifor the pre- and post-tests. The
list of standard four teachers was required fodoam assignment of teachers to the

experimental and control schools.
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Four weeks after the meeting with the Division Mgerathe school statistics were
made available to the researcher. The researchertweollect the statistics from the
District Manager. Prior to the research team wigitschools the District Manager’s
office notified head teachers about the researtheention to visit and the need for

head teachers to cooperate with the research team.

With the blessing of both the Division and Distriddanagers, the researcher piloted
four schools in Zomba district rural area for aiperof two terms (sixteen weeks).
Having learnt some lessons from the pilot expegetite following year twelve more
schools from Zomba district rural area were rangosdlected for the study to be

repeated. Details of the pilot and the study aesgmted later on in this chapter.

3.3. Research methods used in studying reading amditing

There are many approaches to dealing with resédabkey and Gass 2005) in any
subject area including studying reading and writifpe most common ones are
known as quantitative and qualitative methods Jibiggon and Chhabra (2004) also
agree that quantitative and qualitative methodstlaeetwo major types of research
methods. However, Johnson et al. (2007) add mmesdarch methods as a third
distinct research tradition. They say that mixedhods research is a new movement
or a paradigm that appeared in the first sixty yedrthe 28 century “in response to
the currents of quantitative research and qualgatiesearch” (Johnson et al.
(2007:113). Creswell (2009) agrees with Johnsaal.g2007). Creswell (2009) says
that there are three types of designs namely: gaawe, qualitative and mixed
methods design. Mixed method research is presdamdon in the chapter but first to

be discussed are quantitative and qualitative reseaethods.

Quantitative methods dominated social and behaalioresearch during the 90

century (Tashakkori and Teddlie 2003). At this tipesitivism was the dominant
world view. Value neutrality was widely expected wmdsearchers. Methods of
studying behaviors and social interactions relieghvily on objective measures
(Tashakkori and Teddlie 2003: ix). The authors thet during the last two decades
research methods underwent some changes. The chduagk an effect on the
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purposes, world views and methods of studying biehagrograms and social
interaction (Tashakkori and Teddlie 2003: ix).

Qualitative methods emerged as a reaction agdiastdminant quantitative methods

of the time (ibid). The qualitative approach to eamxh promoted a subjective
approach to studying behaviors and social phenomeibe qualitative approach
became popular among those who were dissatisfigthi Wie then established

guantitative research methodology (Tashakkori agdidlie 2003).

Quantitative and qualitative paradigms rest onegédht assumptions about the role of
the researcher and the nature of the world (Crés2@09). The differences in
assumptions also guide the instruments used amguoes followed to find the type

of data required (ibid).

The assumptions of quantitative research are tbaialsfacts have an objective
reality. “The role of the researcher is detachedhfthe field of enquiry” (Lloyd-Jones
2003). The researcher is an observer who does artitipate or influence what is
being studied (Creswell 2008). Methods of carryiug the research are of primary
importance. They need to agree with the purposerestarch (McMillan and
Schumacher 2010). The variables involved can bentiitkl and relationship
measured. Quantitative methods deal with humbedsaaything that is measurable
(McMillan and Schumacher 2010). Diem describes tjtaive research as methods
that focus on measurement, and counting, attemptingategorize and summarize
using numbers and labels (2002: 1). The main gbajuantitative research is to
develop generalizations that contribute to thebat enable the researcher to predict,
explain and understand some phenomenon (Creswell9;2McMillan and
Schumacher 2010).

Quantitative research uses deductive inquiry (Cedsv2009; McMillan and

Schumacher 2010). It focuses on individual varisbénd factors, and makes
comparisons (Creswell 2009). Hypotheses are teste@ cause-effect manner
(McMillan and Schumacher 2010). The goal of quatitie research is to establish
whether the predictive generalizations of a thewnid true (Dobbin and Gatowski
1999; McMillan and Schumacher 2010; Wiersma 206@y. example, in order to
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establish whether or not an intervention produciEmificant gains in pupils’

achievement researchers have to use specific iygaamtitative research known as
experimental or quasi-experimental methods. Negt rtbsearchers come up with
hypotheses which predict what will happen to theotktical model that is being used.
An appropriate method for the hypothesis is themiified. Finally data are collected,

analyzed and findings reported.

Experimental studies are examples of studies tkat quantitative methods “that
attempt to empirically test a hypothesis by usidgrd’ data and statistical
techniques” (Dimsdale and Kutner 2004:7). Experitaenesearch is used in such
instances where a researcher would like to evaluatest the effectiveness or impact
of an instructional approach or product, wheresaaecher is interested in the amount
of change as a result of treatment or interven{idogust and Shanahan 2006;
MacMillan and Schumacher 2010).

Qualitative research is a generic term for studythwdologies described as
ethnographic, naturalistic, anthropological fietit, participant observer research. It
focuses on having a complete picture of a situatoncontext or human social
interaction (Cohen et al 2007; Creswell and Pia®@972 Creswell 2009). It is
descriptive and it provides in-depth understandh@ situation or group of people
(Creswell 2009). It is primarily concerned with theocess rather than out comes or
products as in quantitative research. The reseamstiag this approach relies on
observation and description of events so has tsipaljy go to the site or setting to
observe or record human behaviour in natural gtifCreswell and Piano 2007,
Creswell 2009). Qualitative research aims at thghbu describing a situation or
explaining reasons for a problem or circumstanceeg@ell 2009; Diem 2002;
McMillan and Schumacher 2010). The qualitative aesker is the primary
instrument for data collection and analysis. Data mediated through human
instrument and not through inventories, questiamsabr machines as is done in
guantitative research. The process of qualitatesearch is inductive. From the
descriptions the researcher builds abstractionacequs, hypotheses and theories
(Creswell 2009; McMillan and Schumacher 2010).
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The assumptions of qualitative research are ttadityds socially constructed. It is
thought that the researcher can learn most absitti@ion by participating and being
immersed in the research. The subject matter &iumked is of prime importance and
needs to be captured holistically in a naturalirsgt(Creswell 2009; McMillan and
Schumacher 2010). For instance human behavioubeanfluenced by the setting in
which it occurs. Within the setting there are nagrinaditions, roles and values that
are crucial contextual factors that may influenceia behaviour. Research must be
conducted in a setting where all contextual vaaslare operating (Cohen et al. 2007;
McMillan and Schumacher 2010). It is assumed thagsaarcher cannot understand
human behaviour without understanding the frameworkvhich subjects interpret
their thoughts, feelings and actions. The researaieeds to understand the
framework (Cohen et al. 2007; McMillan and Schunemc010).

Despite the merits that both quantitative and daiale approaches have, proponents
from one camp have criticized the other camps’ wdshof study, the rigor of
procedures, and the validity of the outcomes (Tidsbra and Teddlie 2003). Those in
the quantitative research camp claim that theia @aé hard, rigorous and scientific.
Those who favour qualitative research claim thairttata are sensitive, detailed and
contextual (ibid). The arguments raised by eaclugragainst the other suggest that

each type of design carries with it some strengthvaeaknesses.

It is important for a researcher to understand dfnengths and weaknesses of any
research methods. The knowledge gained in undeisgnthe strength and
weaknesses of quantitative and qualitative reseaetinods helped this researcher to
conceptualize a design that would maximize on tinength of the two research
methods. However, the combination of two methodsedosome challenge for the
researcher in the sense that she had to be famifidr both quantitative and
gualitative research methods. Besides understantimgtrength and weaknesses of
research methods it is important for a researah@ldo understand and identify the
research approach that underlies any given study.

Dimsdale and Kutner (2004) recommend that studiesild be methodologically

appropriate for both the research questions guidimg study and the findings
resulting from the study. A researcher needs togdes study in order to answer a
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guestion that the researcher thinks is importaat,ta create a question to fit the
design (Towne and Hilton 2004). Diem (2002) suppthts contention when he says
that one of the determining factors for the choateany research design is the
research question. For a research study to be, ¥hédesearch design must match the
research question (ECS and McREL 2004). ShavelsonTawne (2002) in their
discussion on scientific research in education fpomt that questions, and not
methods should drive research designs. They recoihmesearchers to use designs
that permit direct investigation of a question aestions. August and Shanahan point
out that “one of the hallmarks of scientific inquils the application of appropriate

methodology to the questions being asked” (2006:9).

However, it is also important for a researcherdalize that some designs are more
appropriate for answering certain kinds of questitiman others. The task of the
researcher is to develop a design that matchesqtiestion(s) being asked and
appropriately answers the research question(€prieptualizing such an appropriate
design the researcher was compelled to use a diésignot only answers or matches
the research question but also maximises on thengttis of quantitative and

gualitative methods.

The research question in this study was to invatgigvhether or not the use of the
balanced literacy approach would produce bettenltsesn pupils’ achievement in

reading and writing in English in the Malawian cexit Since the aim of the research
was to find the effectiveness of the balancedditgrapproach on pupils’ reading and
writing achievement, the adoption of mixed methoelsearch that gave priority to
guasi-experimental methods which focused on whedhesusal relationship existed
was seen to be in line with the question. In thdiscussion about a quasi-
experimental design Shanahan and Beck say that sudesign “allows the

effectiveness of an approach to be compared withreamtment or an alternative-
treatment control” so that “outcomes due to the aoben approach will not be

confounded with the effects of normal maturatio20@6:417).

A report by the National Research Council (NRC)itesat Scientific Research in
Educationpoints out the importance of research methods|ksvie
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...If the design directly addresses a question tlaat lse addressed
empirically, is linked to prior research and relevaheory, is

competently implemented in context, logically linkse findings to

interpretation ruling out counter interpretationand is made
accessible to scientific scrutiny, it could thendomsidered scientific
(Shavelson and Towne 2002 (b): 97).

Besides considering appropriateness of methodolgiesearcher needs to also
consider the suitability of sampling proceduresi@o et al. 2007). Fairfax County
Department of Systems Management for Human Servi2é83) say that it is

important for a researcher to choose a suitableplagnstrategy and to realise its
limitations as well because sampling can be a pivayol for accurately measuring

characteristics of a population. Along with apprafg methodology, suitable

sampling procedures contribute to the quality, drgfiand usefulness of inferences
drawn from a sample of a population (see, for exam@ohen et al. 2000). It is

therefore necessary for a researcher to know timeplsey procedures that are
available for research in order for the researtbezhoose the most suitable for the
study being undertaken. A discussion of variouspdisng procedures relevant to this
study is presented. The discussion is presentexntder to demonstrate why one or
two relevant sampling procedure(s) was (were) aindsethe study. The discussion
focuses on probability samples. Emphasis is plamedhe underlying ideas and

methods rather than on mathematical derivation.

It is not possible for researchers to obtain imfation from individuals in a
population especially when the population is lapgeause this would be expensive,
difficult, time consuming and not practical (Cohenal. 2007). Instead researchers
need to obtain data from a smaller group or subké#te total population in such a
way that the knowledge gained is representativiheftotal population under study.
This smaller group is called a sample. A sampleukhgield valid and reliable
information if a suitable sampling strategy is used necessary precautions taken to

reduce on sampling errors.
According to Cohen and Holliday (1996) there are twain methods of sampling. A

researcher has to decide to use either a prolyabdinple (also known as a random
sample) or a non probability sample which is als@wn as a purposive sample
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(Cohen et al. 2007). Probability samples have asoreaof randomness built into
them and less risk of bias than a non-random piibtyabample (Cohen et al. 2007;
McMillan and Schumacher 2010). Probability sampées useful especially in
instances where the researcher wishes to makealeaéons to the wider population
(Cohen et al. 2007; Creswell 2008).

Under probability samples there are four typessampling procedures that are
commonly used. These are simple random, systemsatipling, cluster and stratified
(Cohen et al. 2007; McMillan and Schumacher 2016rtMr and Charles 2011). The
sample in a simple random is drawn in such a matiareach person has an equal
chance of being drawn during each selection ro@ahén et al. 2007; McMillan and
Schumacher 2010; Mertler and Charles 2011). Inwlaig the random sample of the
general population becomes representative of thgedawvhole. Random sampling
helps in eliminating bias that the researcher mingive. However one disadvantage of

the strategy is that at times a list of the ergmpulation might not be available.

Systematic sampling involves selecting one unitaorandom basis and choosing
additional units at evenly spaced intervals (systéally selecting everyth unit
from the list ofn units) until the desired number of units is obtdif€ohen et al.
2007; Creswell 2008; McMillan and Schumacher 2010he advantage of this
strategy is that it is easier to draw and execti&riax County Department of
Systems Management for Human Services 2003). Tinetegy can spread the

membership more evenly across the entire popul#tiam random sampling.

In cluster sampling groups instead of individuatsrf the population are used for the
sample (Cohen et al. 2007; Creswell 2008; McMillard Schumacher 2010). The
researcher lists and identifies all clusters tlmhgrise the population and estimates
the number of population members per cluster irelotd determine the number of
clusters required for the sample. Cluster sampsrgpnvenient when the population
is very large. In a large population it is more @ageable to use clusters because of

time, expense and convenience. Usually schoolas®e as clusters.

In stratified sampling the researcher divides tbpytation into homogenous groups

(strata); each group contains subjects with singtaracteristics (Cohen et al. 2007;
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Creswell 2008; McMillan and Schumacher 2010). Thiea researcher randomly
selects samples from each stratum. In order tonisgaa stratified sample the
researcher has to identify characteristics in th@ewpopulation which must also
appear in the sample. One advantage of this syragetipat it can be combined with
other sampling techniques. However, it can be blidsgtrata are given false weights,

unless weighting procedure is used for analysis.

Having gained some knowledge and insights fromver@us sampling strategies the
study made use of some sampling procedures. Thiesdiscussed in more details

later on in this chapter.

A number of researchers in education bemoan the tfet there are few true
experimental studies carried out (August and Shem&®06). Very few have been
carried out on explicit instruction in the fivediacy component@honics, phonemic
awarenessfluency, vocabulary and comprehension) with seclamgjuage learners
(Shanahan and Beck 2006). In their review of effediteracy teaching studigthese
authors found more than 400 studies on the five eements for native speakers.
However, they found only 17 studies addressingcesf@f explicitly teaching the
same five core elements of literagith minority children. A worse scenario exists in
Africa as regards research on literacy developmerétorius and Mampuru (2007)
observe that there is little research on literaeyetbpment on the continent. In

addition there is no academic journal dedicategaaling (ibid).

There are several reasons that can be presentédviorg few or no research studies
carried out on literacy development be it in Afrmaelsewhere. However, one reason
relevant to this study is given. In places wheezdhare few experimental studies part
of the reason is that in educational studies iifScult to have true experimental
conditions similar to those of the laboratory (Sehact al.2002). Educational studies
deal with human beings outside laboratory settinggwever, in their report on
scientific research on education, the National RepBanel (NRP) (2000) in America
observed that there is no reason why studies icatan could not be subject to the

same scientific methods as in the sciences.
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In his discussion about designing high-quality aeslke in Special Education Gersten
(2000) points out that it is critical to judge hamd when to modify standards
developed from laboratory psychology studies withmampromising the integrity of

designs. He says that there is need to sensiblgtiaég) a balance between design
components that satisfy laboratory standards amsktthat reflect the complexities of
real-life classroom teaching. The researcher bediethat such a design that can
provide a balance between design components thafyskaboratory standards and
those that reflect the complexities of real-lifeasdroom teaching is the quasi-
experimental design when it is combined with gasiiie method. An experimental

design might satisfy laboratory standards butrince reflect the complexities of real-

life classroom teaching. A quasi-experimental desiljpws a researcher to work with
existing groups without disrupting the groups. $searchers, who want to avoid
disruption of a classroom setting, use quasi-erpantal methods and work with

existing groups of learners in the classroom. Usgualitative methods will enable

the researcher to be able to reflect real-life hear: However, a quasi-experimental
design has a weakness of not randomly assigningasb One approach to improve
the quasi-experimental design is for the reseantheandomly assign groups (and not

individuals) to receive or not receive the treattr{@ackey and Gass 2005).

An increasing number of quasi-experimental desigres being employed that use
intact classrooms as the means of assigning paatits to conditions (Hunt and
Goetz (1997). This is because it is much easi@otopare groups that already exist
than to disrupt the groups through randomizatioecofdly use of intact groups
provides natural settings, real world conditionsl @ minimizes threats to external
validity as natural environments do not suffer frgonoblems of artificiality.
Additionally since quasi-experimental studies uatural settings, findings in a study
may be applied to other settings and subjects andehallow some generalizations to
be made about populations.

Experiments and quasi-experimental designs areotihe research methods that try
out a technique to determine their impact on legyr{August and Shanahan 2006).
The authors reiterated a point made by Feuer ef2@D2) that experiments using
randomized trials are the single best methods pleamit the effectiveness of a

technique or an approach to be compared with tmgralogroup. Gersten (2000)
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concurred with the above assertions when he mestidhat studies that use group
designs remain the primary means for assessingheheiducational interventions
have beneficial effects on learners. However, Atigngl Shanahan observe that there
is dearth of research in reading instruction wethad language learners in contrast
to the large numbers of studies in reading insimactnvolving native English
speakers. They point out that there are not enogghsi-experimental and
experimental studies that could provide a thoropgscriptive description of how
best to teach literacy to language minority stusi¢2006:353).

Although Long et al. (2007) pointed at the dramairease of research on English
language learners in the past decade; they weik qoisay that this research had
focused on English language learners who were enapeakers of Spanish. They said
that other languages besides Spanish needed tudiedsas well. The authors also
bemoaned the dearth of research on instructionatoaphes and interventions for

English language learners that can inform pratit policy.

The literature in teaching reading is extensivefbut studies have examined effective
instructional approaches in second language reaiingtions (August and Shanahan
2006). Few empirical data exists about instructiap@proaches that are associated
with improving reading in a second language sitmat{(ibid). There have been
continued calls to carry out more research on theeldpment of reading and writing
abilities amongst second language learners (Auu$tiShanahan 2006). This study is
a response to such a call.

Existing research has shown that all learnersrdéggs of their native language or
their economic status need to learn the essewialimg skills (August and Shanahan
2006; NRP 2000). Most reading problems can be ptedethrough provision of
effective instruction and intervention starting rfrothe pre-school up to primary
grades (Snow et al. 1998). Research has shownirtbatiction in the five core
elements leads to success in reading (August aada®lan 2006; NRP 2000). There
is less research on the best practices for teadhergcy to Malawian pupils. In
order to address this gap this study uses the dxadiditeracy approach to improve the

reading and writing abilities of standard four papn Malawian primary schools.
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Some investigations have been carried out on ictstnal approaches aimed at
enhancing teaching of phonics/phonemic awarenessabulary, fluency and
comprehension in order to improve the reading amding abilities of learners
(Babayigit and Stainthorp 2007; Gunn et al. 20@M2 Mishra and Stainthorp 2007;
Muter and Diethelm 2001; Shames 1998; Stuart 19@8ite 2005; Yeh and Connell
2008). It has been argued earlier on that in otddmd out the effectiveness of an
intervention the best design to answer such a e an experimental or quasi-
experimental design. This study too placed its easjgh on quasi-experimental
methods within a mixed research method design deroto be able to find out how
effective as an intervention the balanced literaggroach was. Therefore studies that
used experimental or quasi-experimental methodstbout the effectiveness of an
intervention were felt to be the ones that werevaht to this study. Examples of such
studies are discussed below. The first to be ptedemre studies that used
experimental design with random assignment of gpetints. These are followed by a

description of studies that used quasi-experimetgsign.

Linan-Thompson et al. (2007) studied 81 Englistyleayge learners in grades one and
two. Their study used an experimental design watihdom assignment and matched
control group. The intervention model was comprehen intensive reading skills
intervention in either Spanish or English dependinghe language of instruction that
was used. The intervention model also focused @alimg fluency, phonological
awareness, comprehension and vocabulary. The sasylorted were that at the end
of grade one the intervention group outperformexidbntrol group on phonological
awareness, fluency, comprehension, and spelling. stady by Linan-Thompson et
al. (2007) is similar to this study in terms of wha focused on, phonological
awareness, fluency, vocabulary, and comprehenbiowever, the study differs from
this one in terms of not only the designs usedabad the participants involved, the
number of participants, the grades, and measuesgkinghe studies.

A study by Vaughn et al. (2006) used an experim@@sign with random assignment
and matched control group. The researchers stutlieinglish language learners in
grade one. Their study focused on alphabetic krabydeand skills, corrected text
practice, comprehension, oral skills, and vocalyulatEnglish. The findings revealed

significant differences for the intervention grampphonological awareness, listening
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comprehension, word attack, word identificationd gmassage comprehension. The
point of focus on phonological awareness, comprabenand vocabulary for the

study done by Vaughn et al. (2006) is similar s gtudy. However, this study adds
fluency as a point of focus. The major differenbesveen the two studies are in the
designs, the participants used, the number of qigatits involved, and the grade

levels studied.

Kamps et al. (2007) used an experimental desigh wkperimental comparison
group to study 170 grades one and two English lagguearners and 148 English
only students from six elementary schools. Schaolshe experimental group
implemented a three-tier model of intervention. iBes primary-tier reading
instruction, the second-tier small-group experimemitervention focused on direct
instruction reading curricula that explicitly tatgd phonological/phonemic
awareness, letter-sound recognition, alphabetiodiag, fluency and comprehension
skills in small groups of 3 to 6 students. Studentgomparison schools were not
exposed to a three-tier intervention. Instead tieegived balanced literacy instruction
which focused on word study, group and individutdryg reading and writing
activities in small groups of 6-15 students. Theuhes showed greater outcomes for
English language learners in the intervention stho@specially those that
participated in secondary-tier interventions usaugricula with direct instruction
approach and delivered in small groups. The stgdembo received explicit
instruction in phonemic awareness got higher flyeresults than the balanced
literacy control group. The design used in the wtbg Kamps et al. (2007) was
experimental that used a three-tier interventiogrefore different from this study.
The other differences in the two studies are inpdugicipants themselves, the number
of participants involved, the measures used andgthde levels studied. The two
studies are similar in provision of direct instiootin phonemic awareness, fluency

and comprehension skills.

In their study Leafstedt et al. (2004) used a geaperimental design with a matched
control group to investigate the effectiveness mplieit phonological awareness
instruction given to 64 kindergarten English langgidearners. The results were that
students across three ability groups (low, middie laigh) improved in both early and

late phonological awareness and word reading, @anSp and English at different
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rates. The high ability group demonstrated the rgasts. The similarity of the study
by Leafstedt et al. (2004) and this study are enube of a quasi-experimental design
and provision of phonological awareness instructidbhe differences lie in the
population used, the size of the population, tredgrlevel and the measures used.
The measures in the study by Leafstedt et al. (R@@eluded both Spanish and

English onset and rime identification and segméorat

Another study that used a quasi-experimental desigh a non-matched control

group was carried out by Gerber et al. (2004). paeicipants in this study were 43
kindergartens up to grade one English languagedesr The focus of the study was
on explicit instruction, correction staircase taarle and practice reading skills
intervention in Spanish in kindergarten, then laaggi of instruction in (English) for

all grade one students except 14 of them. The messised were onset and rime
detection, phoneme segmentation, combined bothutayey measures of onset and
rime for early phonemic awareness, and both languagasures of segmentation for
late phonemic awareness. The findings revealedbbiit groups gained in Spanish
and English over time, but intervention studentsgté up to non-intervention peers
by end of first grade despite differences in kig@eten. The study by Gerber et al.
(2004) is relevant to this study in terms of pramisof explicit instruction in onset

and rime for phonemic awareness although this saattis four other core elements.
The designs are similar. However, the studies diffeerms of the participants, the

number of participants, the grade levels used bhadesearch environment.

A relevant study to this study, which used classro®achers to implement an
intervention, was carried out by White (2005). Véhiised analogy-based phonics to
teach students to decode unknown words just asstady did. The participants in
White’s study were 15 teachers, 280 students idegtevo classrooms in four public
elementary schools in Hawaii. The teachers in thdyswere trained to implement the
Kamehameha Elementary Education Programme (KEH#®) KEEP programme was
a comprehension—-based reading programme whicht¢argfgawaiian students at risk
for educational failure. Each teacher who was wedl in implementing KEEP
received school-based support from a consultard.mé&asures used in the study were
reading comprehension, sight vocabulary, and phehgrapheme consonants. The

programme had significant positive outcomes on esitgl involved in the
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intervention. The study by White (2005) has a nundfethings that are relevant to
this study. Not only are the designs similar bgbahe use of classroom teachers to
implement the intervention, the training and tharg of support to the experimental
teachers. The major differences in the two studies in the point of focus, the
participants involved and the grade levels studidte study by White (2005) uses
analogy-based phonics to teach students to use rkmeovds to decode unknown
words. This study adds the teaching of phonemiaeness, fluency, vocabulary and
comprehension to the teaching of analogy-basedigfion

The fact that the findings of the above cited stadievealed the benefits students
received from instruction using any of the five eoelements encouraged the
researcher to investigate the use of the sameetengents in a Malawian context and
observe the effects. On their own the above-meeatiostudies give limited insight
into the realities of the classroom and the expeseof teachers and students that can
contribute to improved practice in the teachingjtefacy in English in Malawi. There
is less research on the best practices for teadhargcy to Malawian pupils. The
studies cited here were carried out outside Malawiifferent contexts, and done in a
variety of ways. These studies varied in typesathers and pupils included and the
kinds of variables addressed and methods usedsastadies. The methodologies
used by various studies were different. Some weqeeramental with random
assignment of participants while as others weresigergperimental. The intervention
models for the studies were also different. Sonteriiention models had tiers while
as others did not. The duration of treatment cerir@ntion period was different. The
studies done by White (2005) and Shames (1998)redwvan entire school year. The
study by Muter and Diethelm (2001) was longitudiaald it covered a two-year
period while as the study by Stuart (1999) covetr2dveeks only. The participants
chosen for the studies ranged from kindergartergph@ol, elementary, to grades
above grade four. The following examples illustrdte point. Denton et al. (2004)
worked with grades two to five English languagerneas. Gunn et al. (2000) worked
with grades K to three Hispanic, non Hispanic andlish language learners. Kamps
et al. (2007) studied grades one to two Englislyuage learners and English only
students. A study by Gerber et al. (2004) usediBmdhnguage learners in grades K
to one. An examination of the cited studies’ popates reveals that the population

sizes also varied. Just to give two examplessthey by Muter and Diethelm (2001)
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was on 55 children from multilingual backgroundrngeeducated in English while as
that of Gunn et al. (2002) was on 256 kindergartansugh grade three Hispanic and
non Hispanic pupils. The teachers involved in thedies ranged from generally
trained teachers to intensively trained readingisgists. The pupils identified in the
studies as underachievers varied widely in abgliiad age, and they wesaightin a
range of teacher-pupil ratios. The instructionaterials and techniques varied from
teacher-to-teacher, from school to school and tierourse from country-to-country.
The pupils involved in the various experimental diions not only had qualitatively
different instructional experiences compared to Malawian pupil, but also a
gualitatively different environment. One therefoireeded to carry out the experiment

in a Malawian context to see what it might haveesded.

It has already been mentioned that very few expantal and quasi-experimental
studies have been carried out on explicit instancin the five literacy components
(phonics, phonemic awareneflsency, vocabulary and comprehension) with second
language learners (Shanahan and Beck 2006). Delpiexistence of the above cited
studies the researcher was not able to identifyuasigexperimental study that
combined all the five essential elements, phongsynemic awareness, fluency,
vocabulary and comprehension as did this study. aldwre cited studies dealt with
one, two, three or four of the five essential eletee This study chose to use the five
core elements because of the National Reading #amelommendations that these
five core elements help in learners’ literacy depehent. The reason for combining
the five core elements was in the hope that thmehs might interact synergistically
with the hope that implementing the five may be enttran the sum of the effects of

the five core elements implemented separately.

The next three sections that follow discuss expemtia, quasi-experimental and
mixed research methods. These methods have a @pearithe methods chosen to
investigate the use of the balanced literacy ambro&n improving pupils’

achievement in reading and writing. In other wdlts sections discuss the theoretical
orientations that guided the researcher to chooses@arch method which in turn
influenced the data collection instruments theagaseer was to use in finding out the

effects of the balanced approach.

88



3.3.1 Experimental research methods

It has already been mentioned that experimentdiest are examples of quantitative
studies “that attempt to empirically test a hypstheby using ‘hard’ data and
statistical techniques” (Dimsdale and Kutner 20D4EXperimental research is used
in instances where a researcher would like to ewalwor test the effectiveness or
impact of an instructional approach or product, rghee researcher is interested in the
amount of change as a result of treatment or iatdion (Creswell 2008, 2009;
McMillan and Schumacher 2010; Mertler and Charl@$1). The researcher requires
two groups of subjects. One group is given theruiesional approach or treatment
also referred to as an intervention. The other gyrathich is called the control group,
continues using the traditional approach that thaye been using. The researcher
assigns the two groups of participants to the ewxpertal and control groups using a
random procedure (Stanovich and Stanovich 2003 fdndom assignment of
subjects gives every subject an equal chance &ssigned to either of the two groups
and makes it very likely that any differences ia groups will balance each other out.
The importance of random assignment of groups as ithprevents the unintended
biases of the researcher from influencing the caijpm of groups. Random
assignment also helps in increasing the internidityaof the study (Creswell 2008;
McMillan and Schumacher 2010; Mertler and Charl@413. It is agreed that a
randomized experiment is the strongest as regatdsnal validity, particularly for
assessing the cause-effect relationship that neglat between a program and its
outcomes (Cohen et al. 2000; Dimsdale and Kutnéd2®ackey and Gass 2005;
McMillan and Schumacher 2010). There is increasiogfidence that any observed
outcomes are the result of an intervention or tneat and no extraneous variables
(McMillan and Schumacher 2010; Mertler and Cha?iesl).

An experimental design attempts to control the aede environment to a
considerable degree. This control allows the resesrto work on a particular
variable and determine its effect on other variableis this control that enables the
researcher to claim any degree of causality (Medted Charles 2011). It has been
argued that experimental designs offer greaternateralidity for learning the effects
of a programme (Mertler and Charles 2011; Shernmah S$trang 2004) than quasi-

experimental designs.
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Although experimental designs allow the researehgreat deal of control over the
research groups and the research environment anefdhe enable the researcher to
make causal predictions about the outcome, itsis atgued that experimental results
have noreal world meaning (Dobbin and Gatowski 1999). The act otrading the
situation in order to eliminate extraneous variabieight make the situation far

removed from the real world. As such the resuliseh@oreal world meaning (ibid).

Dobbin and Gatowski (1999) are not alone in obsgrnsuch a weakness of true
experimental research. Dimsdale and Kutner (2084 )isat experimental research in
education has too many contextual variables inwblficg experiments to be useful.
Unlike molecules or chemicals in a laboratory settihuman beings do not always
respond in the same predictable manner. In addittonan beings come from such a
wide variety of backgrounds that no two schools M@aspond to the same treatment
in the same way (Dimsdale and Kutner 2004). Itiigially impossible to control all
variables in a research situation involving humamgs. The researcher agrees with

the authors’ observations.

3.3.2 Quasi-experimental research methods

A quasi-experimental design is a form of experiraenesearch (McMillan and
Schumacher 2010; Shuttleworth 2008). Quasi-expeaiahedesigns are similar to
experimental designs in that both are used to stamse and effect (Cohen et al. 2007,
Creswell 2008; McMillan and Schumacher 2010; Mertend Charles 2011).
Secondly, both have an independent variable (cdudedd to a dependent variable
(effect) (Mertler and Charles 2011). The majoreldéince from experimental design is
that it lacks random assignment of participantgrmups (McMillan and Schumacher
2010; Mertler and Charles 2011). The other diffeeeris that quasi-experimental
designs use naturally formed (pre-existing) groufs. common situation for
implementing quasi-experimental research involwe®ral classes or schools that can
be used to determine effect of curricula matealieaching methods’ (McMillan and
Schumacher 2010: 22). For instance this study piseegxisting classes to find out the
effects of implementing the balanced literacy applo Use of existing classes is in
agreement with what Mackey and Gass say, namdly tha

...In second language research we often need tontset iclasses
for our studies, and in these cases the partigpaannot be
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randomly assigned to one of the experimental otrobmgroups
(2005: 142).

In other words the classes used in the studieletinatact. They are organized for an

instructional purpose and have different teachdMillan and Schumacher 2010).

Generally, as in an experimental design, a qugsemxental design involves
selecting groups (two or more comparison groups).ifdependent variable is then
tested without any random assignment of the ppeids to the groups (McMillan and
Schumacher 2010). An experiment (treatment or \etgion) is carried out over a

period of time, just like it is done in the expeeintal design.

Another characteristic of the quasi-experimentaigieis that the testing environment
may not be as controlled as is done in the expeiahene. Instead of the testing
being done under laboratory settings as is the itageie experiment, the testing is
done on site. For example, in this study the tgs@mvironment is the actual

classroom, which is a natural setting.

Quasi-experimental designs have some advantagesx@mple they are useful in
areas where it is unethical or not feasible orrdes to have an experiment with
randomized controlled trial. However, despite thgaatages that quasi-experimental
research methods have, they too have their shomgsmFor instance, a quasi-
experimental design does not randomly assign [@etits into groups. The
implication of this is that the pre-existing chamatstics of the comparison groups are
not taken into consideration. Since subjects wese randomly assigned to the
experimental and control groups, it is difficulthhe absolutely certain if the changes
that occurred were due to the intervention or dwechianges in the individuals
(Mertler and Charles 2011). Furthermore therepsadability that the groups may be
different prior to the study. The prior difference$ the groups may affect the
outcome of the study (Trochim 2006). The resultswfh a study cannot stand up to
rigorous statistical scrutiny because the reseancbeds to control other factors that
might have affected the results. It is hard to aunall other factors properly
(Shuttleworth 2008). Because of this lack of cdnéroesearcher has to be cautious in

making causal inferences.
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Although quasi-experimental designs may be weakcantrolling for threats to
internal validity, they can be strong in contradjifor threats to external validity. For
instance this study takes place in a classroom lwlsca natural setting with real
world conditions. It may be generalized to simigéassroom settings. In addition to
this, pre-tests can be administered to the two mgolthe experimental and
comparison groups) in order to establish the matciof the two groups before the
treatment. Shadish et al. (2002) encourage ressarcduch as those interested in
investigating applied research questions to mowe®me true experimental designs

and take advantage of the possibilities inherequiasi-experimental designs.

Although true experimental designs produce moreablkd results than quasi-
experimental designs, both approaches enable obsgarto determine cause and
effect (Lyon and Chhabra 2004; McMillan and Schuhneac2010). However,
according to Gersten (2000) the major problem wising either experimental or
guasi-experimental designs in instructional redeais that efforts to control,
manipulate and understand a defined independemblarrarely result in a deep
understanding of the realities of classroom impletawgon. The designs do not reveal
how the independent variable, interacting with oeepects of instruction, contributes
to learning of content. He suggests that one paiation is to carry out studies that
allow for deeper understanding of what an independariable is. Gersten (2000)
seems to be suggesting that in addition to usimpm@xental or quasi-experimental
designs researchers need to describe in detaiadhiens and behaviours that take
place in the classroom during lessons. Gersten0j2&@ues that it is only through an
analysis of what transpires in a lesson that esableesearcher to find out which
elements led to a specific outcome. The reseatmbreowed Gersten’s ideas by using
guasi-experimental methods and adding descriptioactions and behaviours that
take place in the classroom during a lesson. Ieratlords the researcher used mixed
research methods (quantitative and qualitativeyder to reveal how the independent
variable, interacting with other aspects of ingiarc contributed to pupils’

achievement.
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3.3.3 Mixed research methods

Mixed research methods combine qualitative and ftifatime methods (Creswell
2005, 2009; McMillan and Schumacher 2010; Onwuegband Leech 2004). The
researcher decided to use mixed research methads, bid to overcome the
weaknesses that come from the use of one methgd(Gréswell 2005, 2009; Hunt
2007; Johnson et al. 2007; McMillan and Schuma@@0; Mertler and Charles
2011) despite the challenge that the researchetohfade, that of being familiar with

both types of data collection and analysis (Mewied Charles 2011).

Since different research methods have their weakseand strengths Niglas (2000)
recommends the use of triangulation to overcome wkaknesses of any single
method. Niglas (2000) further argues that if resiears use several different methods
to investigate a phenomenon and the results prowmdgual confirmation, the
researcher can be sure that the results are Maifterent approaches allow the
researcher to know and understand different thedgsut the world. Triangulation
increases the validity of research findings bywilg the researcher to examine the
phenomenon in different ways (McMillan and Schuneac?010; Onwuegbuzie and
Leech 2004). Quantitative and qualitative reseamtovides complementary
information (Creswell 2005, 2009; Onwuegbuzie aeddh 2004). According to Barr
descriptive research “complements the researcHfeatigeness by revealing how an
instructional approach works and how teachers diffeusing it” (2001: 406). The
researcher agrees with the use of both quantitaidequalitative research in a study.

3.4 Rationale for the research design

As was mentioned earlier, the purpose of a resedesign is to specify a plan for

generating empirical evidence which will be usedmswer the research question (s)
(McMillan and Schumacher 2010). In other words sigieis chosen on the grounds
that it draws the most valid, credible conclusidrsn the answers to the research
guestions (McMillan and Schumacher 2010). Hencetlite study it was felt that a

mixed method design was the best that could angwearesearch question.

It is argued that mixed methods research maximirethe advantages of the single
gualitative and quantitative methods and miniminestheir weaknesses (Creswell
2005, 2009; Johnson et al. 2007). Long et al. (RGfknowledge that research
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addressing the effectiveness of instructional aggmes or interventions requires
experimental or quasi-experimental methods. Howetlex authors point out that
other research methods such as qualitative methoglsalso required in research.
These qualitative methods can answer questionsrdiegahow and why these
approaches work, for which learners, and under vdwaiditions. They can also
provide descriptions of the context in which instron or intervention was delivered.
The researcher borrowed these ideas and used thdahe istudy. More than one
approach was used in order to provide methodolbgiangulation (Cohen et al.
2000; Lyon 2000; Onwuegbuzie and Leech 2004), cemphtarity, and initiation
(Onwuegbuzie and Leech 2004). Triangulation mayléned as the use of two or
more methods of data collection in a study (Coh@d02112). Triangulation which
seeks convergence, corroboration, and correspoadefncresults from different
methods (Johnson et al. 2007; Creswell and Piaf@)20wvas used in order to be able
to explain fully the richness and complexity of hambehaviour by studying it from
more than one stand point (Hunt 2007). Other memdor using triangulation were
that it was not possible to collect data for exammn teacher perceptions and
attitudes towards the instructional approaches tis®d, using quantitative methods
only. In the study classroom observation (whicts waalitative) added information
about the teaching of reading and writing and djedlipupils’ scores and statistics.
Teacher interviews (which were qualitative) proddasights on how the balanced

literacy approach as an intervention was percemved valued in the experimental

group.

3.5 Description and discussion of the research dgsi

Mixed research method is said to be “the classeskarch where the researcher
combines qualitative and quantitative research niecies, methods, approaches,
concepts or language into a single study” (Johrssah Onwuegbuzie 2004:17). It is
the third research paradigm in educational reseafteln quantitative and qualitative
research methods (Creswell 2009; Johnson and Orwaeg2004). Studies that use
mixed methods research differ on the basis of dguence in which the qualitative
and quantitative components occur and the emplgasen to each (Creswell and
Piano 2007; Creswell 2009). Within a study the ma@e and quantitative

components may be performed concurrently or segigntPriority might be given
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to either of the two components or equal weighthnige given to both (Creswell
2005, 2009; Johnson and Onwuegbuzie 2004).

This study employed a mixed method research desitim primary emphasis on
guasi-experimental methods to discern the impadhefintervention on pupils in
participating schools. The mixed research methodbleyed in the study is
guantitative dominant and relies on the post pasttiview of the research process,
while at the same time recognizes that qualitatiata and approaches can enhance
the validity of the study. The rational for thigpgioach was that the quantitative data
and analysis provided the main focus of the resulide as the qualitative data and
analysis explained the quantitative findings (Crel$w2005) and also provided
insights on how the balanced literacy approachnamtarvention was perceived and
valued in the experimental group. Below is a notator the mixed methods used in

the study:

QUAN ——— > qual —— QUAN

The capital letters signify that the methodologg@ninant, small letters signify that

the methodology is less dominant. The arrows sygtfifat there is a sequential

implementation of the different methods (Greenaate; Johnson and Onwuegbuzie
2004).

The notation above shows that the study gave priooi the quantitative methods
over qualitative methods. Quantitative and qualieatnethods were used in different
phases of the study (Greene no date; Johnson awdegbuzie 2004). Quantitative
methods were used at the beginning and end ofttiiy.sQualitative methods were
used during the sixteen weeks of the study.

Quantitative and qualitative data were collecteplasately in three different phases.
Quantitative data were collected at the beginnind and of the study while as
gualitative data were collected during the studyslaswn above. Data triangulation
was achieved through a combination of quantitadive qualitative data. Quantitative

data showed that change occurred or not in theimgaathievement of pupils and
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how much change took place in the classroom. &k data described the

learning environment, classroom interaction andoéetlthe researcher understand

why change occurred or not. However, more emphaass given to the quantitative
data than qualitative data. The table below shavestitative and qualitative methods

of data collection and types of data collectechmgtudy:

Table 1. Quantitative and qualitative methods of data collection and types of data.

Quantitative research methods Qualitative research methods

Methods of data Data collected Methods of data| Data collected

schedule

collection )
collection

Pre-tests Numerical scores| Classroom Text data + numerical datd
observation checklist

Post-tests Numerical scores| Teacher interview Text data from interviews

|

Adapted from Creswell 2005:519

It was mentioned earlier on that this study userechimethod design with priority
given to quantitative data collection. In addititrere was sequential implementation

of the different methods with quantitative methpdsceding qualitative methods.

During the quantitative phase quasi-experimentathods were used. As already
described in section 3.3.2, quasi-experimental puslare similar to the experimental
ones with the difference that there is no randotectien of participants to the
experimental and control groups in the quasi-expental methods. Quasi-
experimental methods were adapted in order to Ibe @buse intact classes in a
natural setting although such methods limit thecbasions that can be drawn as
regards the impact of an intervention (Diem 2002pwever, quasi-experimental
methods are useful in providing evidence on theaichpf an educational programme

(August and Shanahan 2006; Diem 2002). Under ceigs+imental methods the
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study used the pre-test and post-test design weithegjuivalent groups which can be

represented by the following diagram:

0 means both groups are given a pre-test

X means the experimental group is given the experimental treatment

......... means experimental and control groups are not randomly selected

0 means both groups are given a post-test that measures the dependent variable (Borg
et al. 1993).

However, in this study subjects were not randosdlected to the experimental and
control groups. Both groups were given pre-testerbeintervention and post-tests

after.

According to Trochim (2006) the non equivalent greulesign “is probably the most
frequently used design in social research.” An atanal study such as this one is
included in social research. In situations whermdoan assignment of pupils is not
feasible, random assignment of teachers can be aellent alternative
Gersten et al. (2005). It is for this reason thatresearcher randomly assigned twelve
teachers from primary schools in Zomba rural a@éi@pating in the study to one of

the two groups experimental and control group.

Precautions within the design were taken to enthaethe results of the study were
not due to variations in teacher properties. Thsigagd teachers had similar
gualifications, and mode of training and teachirgegience. Six of the teachers were
placed in the control group while the other six ever the experimental group. Those
in the experimental group were trained in balardtecacy approaches while those in
the control group were not trained but were obskmeaching. At the onset of the
intervention teachers in the experimental groupewarserved as they implemented

the balanced literacy approaches in the classroom cegular basis. Those in the
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control group too were observed in order to deteentheir characteristics. In order
to improve the design the researcher administerpredest at the beginning of the
study. One reason for conducting the pre-testoit bhe control and experimental
groups was to determine pupils’ literacy levelsdbefthe onset of the study. The
second reason for administering the pre-test wasstablish a baseline from which
gains on the post-test could be measured. At tinelgsion of the study post-tests
were administered to both groups of pupils (expental and control groups), to
determine any literacy achievement in pupils. Agdianmatic overview of how the
experimental and control groups were treated dutiegstudy is presented in Figure
1.

Figure 1. How the control and experimental groups were treated during the study

Stratified random selection of teachers from adfgeachers with similar
qualifications, mode of training, & experience

Experimental group Control group
Teacher trained in intervention No training given to teachers
Teacher observed implementing Teachers observed teaching
intervention Pupils pre-tested and post-tested
Pupils pre-tested before intervention without intervention
Pupils post-tested after intervention

; v

Analysis of data Analysis of data

\4

A

During the qualitative phase, the study examinedthers’ use of the instructional
approach in a natural setting that already exigtethe school. It covered sixteen
weeks in regular classrooms composed of betwegndrid sixty pupils each. The
duration of the study was felt to be short enoughllow the claim that any changes

in student’s performance were a result of this gigegpproach namely, the balanced
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literacy approach. This agreed with what Gesteys $a.the shorter the length of the
study, the more precision there is in attributitgrges in students’ performance to

the instructional intervention” (2000: 2).

The terminstructional approachefers to the strategies and methods used bydeach
in order to promote learning in pupils. This stuelyamined whether or not the
balanced approach leads to improved results instesimpupils’ achievement in
reading and writing in English more than is theecagien pupils are taught without
the balanced approach. The effectiveness of thanbetl literacy approach was
identified according to measures of pupils’ readargl writing achievement over
time. A pre-test and a post-test were administéoedupils. Quantitative data was
collected through these pre-tests and post-tesgts. pre-tests and post-tests were
based on the standard four English textbooks ttraias used. The pre-tests revealed
that the groups were not of comparable standardipild® pre-test scores were
therefore used as a covariate in order to contmopfe-existing differences between

the groups.

During the qualitative phase a teacher observatimcklist was used as an instrument
for collecting qualitative data on teachers’ obabte instructional approaches. The
reason for using a checklist was in order to besistent in collecting data across all

schools.

Some qualitative data was collected from teachtrrews. Participating teachers
were interviewed on one-to-one basis. A structungéerview schedule was used to
collect data. The reason for using a structureshigw schedule was to be consistent
in interviewing the sampled twelve teachers. Theicstired interview schedule

focused on a wide range of issues. For exampleytlestions touched on teachers’
familiarity with and experience of English teachihgory and the balanced approach,
their attitudes and perceptions regarding the loaldnapproach, the resources
available to them in terms of availability of arboy at the school, materials that
teachers use in teaching English, the number ddsdagainst the number of pupils in
standard four. In addition to the above themeshieacin the experimental group had
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the following themes: teacher’s experience in the of balanced approach, benefits
of using the balanced approach, problems experiedueng the implementation of
the balanced approach, and suggestions for impyowire balanced approach.
Teachers in the control group were required to mtepo similar issues. They were
asked to tell their experience in the instructioapbroach they were using, the
benefits of using the approach they took, the @mwisl they experienced in using their
approach, and their suggestion on how the approaakl be improved upon. In order
to fulfil the objectives above, the research methosed included both qualitative and

guantitative. They involved the following:

» adesk study of all materials that teachers useth&r English classes,

» observation of all the teachers’ instructional @aghes in the teaching of
reading and writing,

» an assessment of teachers’ instructional strategieéspproaches,

* observation of the ‘experimental group’ teachersplementation of
balanced approach instruction,

» assessment of pupil’'s gains in reading and wriskids in both groups.

3.5.1 Population

The sample population was standard four pupilsnditgy school in rural areas of
Zomba district. Standard four was chosen becausésth transition grade in terms of
medium of instruction. From standard five onwarttee medium of instruction is
English in Malawian primary schools. The study wasducted in the classrooms of
teachers and pupils from twelve schools. The sammpleided a representation of
rural schools in the Zomba district of Malawi. Zoa@istrict rural classrooms were
chosen for two reasons. The first reason was heasthools were close to where the
researcher was working on a full time basis. Thexipnity of the schools to the
researcher's work place was convenient for the areber. It was easy for the
researcher to visit schools. Secondly the scho@esewin the rural area where no
intervention had taken place before. Twelve stathdaur English teachers and their
pupils served as a sample to represent a wideheeacpil population currently
teaching and learning English in primary schoolsZzeamba district rural area. The
sample size of the study was 99ipils from the twelve schools. Table 2 shows the
pupil entries for both pre-tests and post-testsiftoe sample schools.
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Table 2: Number of pupilswriting pre-tests and post-tests from twelve schools

Name of | Pre-test Pre-test Pre-test Post-test Post-test | Post-test
Primary Sch. | Girls Boys Total Girls Boys Total
Chiphoola 49 46 95 58 58 116
Domasi 26 17 43 37 23 60
CCAP

Matawale 41 29 70 33 22 55
Naisi 64 59 123 71 59 130
Namiwawa 35 31 66 59 52 111
Ntondo 29 26 55 32 34 66
Totals for | 244 208 452 290 248 538
exp schs

Lomoni 17 11 28 17 9 26
Malemia 34 35 69 31 33 64
Mbidi 10 12 22 14 14 28
Mchengawedi| 52 55 107 37 41 78
Mulunguzi 35 54 89 35 41 76
Namilambe 14 19 33 14 15 29
Totals for | 162 186 348 148 153 301

control schs

Table 2 above shows the number of pupils who wtiéepre-test and those who

wrote the post-test fluctuating during the peridahtervention. The number of pupils

who wrote post tests is either higher or lower ttteanumber of pupils who wrote the

pre-test. The reason for this was pupils’ abseseedrop-out or transfer from one

school to another. As it is shown in the tableritagh of pupils took place in both

experimental

and control

schools.

Generally theritiath

rate between the

experimental group and the control group seemstmdie substantially different.

However, only pupils who wrote both the pre-tesd post-test were considered in the

data analysis of the control and experimental gsoup
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The number of boys and girls in each sample scisosthown in Table 2. In terms of
numbers between girls and boys there is gendeualitg The table shows that in the
experimental group more girls than boys wrote lbthpre-test and post-test. In the
control group more boys than girls wrote both thetest and post-test. The fact that
there are differences between the number of gidskeys in schools is not strange at
all. Gender disparities in terms of figures ardine with what is nationally expected.
Generally some studies have shown that enrolmembets of boys and girls in the
lower classes from standard one to four do notediffery much (Please refer to
Chapter 1). It is in the upper classes from stahflae onwards when the numbers of
girls begin to dwindle. However the instructionaktt;igs and background

characteristics of the pupils in both the contrad @xperimental groups were similar.

It has been pointed out that the number of pupids wrote the pre-test and post-test
either increased or decreased by a few figuredl ithe twelve schools. However, at
Namiwawa the number of pupils increased by alm66tdercent between the writing
of pre-test and post-test. The number of pupilsléad increased from 66 to 111. One
possible reason for this increase is that afterpheetests were administered and
teachers in the experimental group trained, the abDapent for International
Development (DfID) began to construct modern classr blocks at the school. It is
possible that parents from nearby schools traredetineir children to this school to
secure a place in advance before construction wawmpleted. It is likely that the
influx of learners to the school had some effectshe performance of standard four
pupils at the school. It has been argued elsewthatethe more pupils there are in a
class the less is the interaction between the &antd individual pupil. Small classes
(of at least less than thirty pupils to one tearhip in individualised learning.
Teachers get to know pupils better and can eaailgrtinstruction to individual
pupil’'s needs. According to the Tennessee studyaiad class size seems to have a
salutary effect on pupils’ achievement. Findingsnirthis Tennessee study revealed
that students in small classes (under 13-17 staylenit performed students in the

other classes (Mosteller 1995).
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3.5.2 Sampling

This study used stratified sampling for selectiegchers. Stratified sampling was
used because it was the best strategy to providieeant representative sample (from
subgroups) of teachers more than any other samgtmagegy. The characteristics of
the wider population that needed to be identifigdHe researcher were standard four
teachers teaching in Zomba rural schools; teackdrs had similar academic
gualification, had undergone similar mode of invgar training and had similar
teaching experience. Then the researcher randoatécted twelve teachers as a
sample from within these subgroups. Teacherdl@dchools they were teaching at
were used as the unit for random assignment. dubi@ sampling frame of standard
four teachers with same academic qualificationsiilar mode of training, similar
number of years of teaching experience, twelvehiacrepresenting twelve schools
were randomly selected for the study. The indicatof teachers’ background
characteristics included teachers’ professional initrg, level of
education/certification, and level of teaching exgece. Information on teachers’
background characteristics was collected from eglutauthorities in Zomba district.

The location of the schools (urban/rural), ecororsiatus of the community
surrounding the school, ratio of desks/tables falpunumber of text-books available
and number of pupils to a class were some of tttefa that were also considered.

Indicators for pupils’ background characteristiosluded age, sex, socioeconomic
status, and home language. The educational leviiHeofather/mother indicated the
socioeconomic status of the pupil. Informationpupils’ background characteristics
was collected from teachers and pupils themselvemgl the administration of the

pre-tests and post-tests.

The sample size was determined by economic andfainters. The researcher had a
limited budget to cover both the pilot and the m&tudy therefore could not cover too
many schools beyond twelve. Coverage of twelve @shmeant twelve days of visits
to each school per month per each researcher. \Esitimeant taking time off at the

researchers’ work place (the whole day). So therrégtwelve was felt to be
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reasonable. Whereas it was possible to randonsigraseachers to the control and
experimental groups, it was problematic to randoasisign pupils to the experimental
and control groups. School authorities do not peresearchers to do this. Instead,
pupils were assigned according to their teachdrsvas felt that this was less

disruptive to the school routine.

a) Characteristics of teachers

A total of twelve teachers were included in the gemtwo female teachers and ten
males. All the twelve teachers were holders of Malkunior Certificate of Education
(awarded after two years of secondary educatiohgyTwere all trained under the
MIITEP programme. In Malawi there are five publgather training colleges and
three private ones. All the twelve teachers weatnéd in one of the five public
colleges. The teachers were all experienced teaatien had taught for not less than
ten years. The number of years of teaching expegieanged from eleven to fifteen.
Four teachers had taught for eleven years, thmehées for twelve years, the next
three teachers for fourteen years and two teadberBfteen years. All the twelve
teachers indicated that they had learnt theoridwuf to teach reading such as whole
word and phonics while on training at college. $ewéthe sample teachers pointed
out that the training period at college was so tstiat they did not go into details of
how to teach phonics. Instead they read about ieggthonics from the handbooks

that they were given.

b) Characteristics of schools

i) Resources

The twelve sample schools were all in low socioecoic status areas. From

classroom observations and interviews with teachkees primary schools in the

sample had scarce resources such as desks, babtesaghing and learning materials.
The schools were not provided with adequate bdagswom resources such as text
books, desks, classroom library, charts, book €iselvsupplementary readers,
teacher’s table and chair. Table 3 below seemadgest that the education system is
struggling to make adequate provision for resourgbsn one compares schools’

enrolment numbers with availability of resourceshie sample schools.
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Table 3: Enrolment numbers against availability of some resources

Availability
Name of No. of No. of Eng | No. of of library
school pupils text books desks at school
Chiphoola 135 35 none none
Domasi
C.C.AP. 60 none none none
Lomoni 27 4 none none
Malemia 91 15 none Yes
Matawale 169 30 none none
Mbidi 30 none none none
Mchengawedi | 108 49 availableYes
Mulunguzi 108 11 none none
Naisi 146 16 none none
Namilambe 45 none none none
Namiwawa 115 40 none Yes
Ntondo 80 2 none none

The 1997 MOEST Education statistics showed thatetheere 119 pupils to a
permanent classroom, 38 pupils per desk, 48 pppilschair and 24 pupils per text
book (English, Mathematics and Chichewa). The 8sdnahas not improved that
much to date. Between the years 2004 and 2006 up#gdassroom ratios were on
average about 107 pupils to a classroom. In the 3@@7 the pupil/classroom ratio
went down slightly to 104 pupils to a classroom (E&XY and Malawi National

Commission for UNESCO 2008). Table 3 above indgated confirms acute

shortage of resources in the sample schools. Owwealfe sample schools, only one
school had desks for pupils. Eleven schools hadesks. Pupils sat on the floor in
rows and used their laps for writing. As can bensieem the table above, in schools
where pupils were more than sixty, pupils wererewded that it was difficult for the

teacher or an observer to move around the classto@®e how pupils were carrying

out an activity.
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A desk study of all materials that teachers usedtheir English classes revealed
scarcity of teaching and learning materials insahools. There were few text books
that had to be shared among pupils. Besides thedeinbooks available there were
no supplementary materials that could be usecdefmrhing literacy. Instead of pupils

being given the available text books to read atdtime books were stored away after
classes awaiting the next English lesson. The gapbn of this is that teachers could
not give homework to pupils. Secondly pupils contd practice reading outside the
classroom. So the only exposure to reading booHlslesrning that pupils received

was in the classroom. Research has establishedirtmatspent reading beyond the

classroom can promote reading enjoyment and bujbd$ fluency.

The change of the curriculum had some effect onatralability of the English text
books (Chilora et al. 1994ctivities with English: A course for primary sch®m
schools. Schools were not encouraged to replemeksbfor the old curriculum when
books for the new curriculum were already availablschools for grades one, two,
three, five, six, and seven then. In addition te $icarcity of text books nine out of
twelve sample schools had no library at the schdwdre pupils could go and read
supplementary books besides text books. For schisai$had no library at the school,
the distance to the nearest library ranged from tohirteen kilometres away. Pupils
could not use such libraries that were far awagnftbem during class time.

i) Physical school structures

Schools had poor physical facilities and infrasimoe. In ten schools the school
structures were in a dilapidated condition. Buitinwalls and floors needed some
repairs. There was no adequate classroom spaceoflthe sample schools (one in
the experimental the other in the control) hadosericlassroom space shortage. In one
school standard four pupils were learning outside kterary sat on the floor with
sacks used as mats. Some pupils sat on mountdd latiaocks. In the other school
learners were also learning outside but under arbg At this school learners used
bricks as their stools. The class teacher did retha table or a chair to sit on.
Schools that had classroom space did not havesthared furniture such as desks for
pupils and the class teacher, storeroom and cl@iassrooms for eleven schools out
of the twelve in the sample had no desks for pupilgils sat on the floor. A number

of schools were not endowed with school buildingshsas head teacher’s office, staff
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room, and library. Head teachers of four schoolthan sample used a classroom as
their office. The same classroom was used for iegritleven sample schools did not
have a staffroom. This meant that teachers had e@mo prepare lessons except in
the headmaster’s office if they were allowed toths or at their homes. All the
sample schools did not have electricity. Howeveés th regular for rural schools in
the country. The majority of rural schools haveetextricity. Despite these short falls
schools had large classes. Eight out of twelve $arsghools had more than sixty
pupils enrolled in standard four against one teache

iii) Time allocation

All primary schools in Malawi including those inelsample follow one time table.
The timetable is centrally controlled. The MinistifyEducation allocates time period
for each subject or learning area for all school$otlow. Currently standard four is
allocated eight English periods per week. Eachopetasts thirty five minutes.
Reading is given four periods a week. Instructiaimak in this study was therefore
similar in both control and experimental schoolsal&lvian schools have a strong
tradition of whole-class instruction. So both cohtand experimental schools used
whole-class instruction. All schools used textbogksscribed by the government
hence schools selected in the study used a predcibmmon English textbook
(Chilora et al. 1994)ctivities with English: A course for primary sch&o

C) Characteristics of pupils

)] Pupils’ age and language spoken at home

Pupils involved in the study aged in range fromearg to 19 with a mean age of
11.84 and mode of 12. The home and first languadegupils were Chichewa,
Chiyawo, Chilomwe, Chinyanja, Chingoni, ChitumbukBhe majority of pupils
spoke Chichewa. About 81 percent of pupils spokeliehwa followed by about 16
percent who spoke Chiyawo. The rest of the pufis,percent, spoke Chilomwe (.6
percent), Chinyanja (1.5 percent), Chingoni (.Zpet), and Chitumbuka (.3 percent).

i) Pupils’ attendance
An examination of the attendance register reve#tatl standard four pupils in the
study absented themselves from school. On avenagiéspn the experimental group

were absent from school for about 18 days duriegtithe of treatment. Those in the
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control group on average were absent from schad fdays during the same time. A
number of reasons were given for pupils’ absemeessich as attending initiation
ceremonies, getting married, being sent to the atadkiring market days, helping
with household chores especially girls. The meantlie pupils in the experimental
group is two times higher than that in the congp@up. One possible explanation for
this is that the entry number from the experimegtalp is far higher than that of the
control group. The experimental group also has ngirie than boys. In terms of
absenteeism girls are more likely to absent themasdtom school than boys. In their
report the Ministry of Education Science and Tedbgp (MOEST) and Malawi
National Commission for UNESCO (2008) say that pinenary school completion
rate for girls is lower than that of boys, at 37geat for girls and 46 percent for boys.
It is not surprising that pupils were absent froohaol for so many days. This is
consistent with other research findings. Chaptedicated that absenteeism is one of
the major problems in primary schools in Malawicé@mparison of Malawi on rate of
learner absenteeism with other African countrieshsas Kenya, Mauritius, Namibia,
Zambia, Zanzibar, and Zimbabwe shows Malawi witghlest rate of absenteeism
(Director-EMAS 2005)?

Pupils came from homes where there were few oraok®to read. About 90 percent
of pupils in the study indicated that they had moks to read at home. This is not
surprising at all. When Malawi is compared with ettfrican countries, it has the
lowest percentage of books at learners’ homes awrslinere: (Kenya 38 percent;
Mauritius 38 percent; Zambia 32 percent; Namibigp28ent; Zimbabwe 24 percent;
Zanzibar 15 percent; Malawi 13 percent) (DirectdfAS 2005).

iii) Pupils’ enrolment in the research groups

Out of a total enrolment of 20,383 pupils in staxdd@ur in Zomba rural area schools
997 pupils were involved in the writing of the 482 boys and 515 girls. However,
only 628 pupils making 63 percent of the total nembf pupils (997) wrote both the
pre-test and post-test. The enrolment numbers gjfeoder imbalance with more girls

than boys enrolling in the experimental group aratarboys than girls in the control

2 Rate of absenteeism in Kenya (2%), Mauritius (3),2%mibia (1.6%), Zambia (2.2%), Zanzibar
(1.7%), and Zimbabwe (1.5%) shows Malawi with higfirate of absenteeism at (3.7%).
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group. However, having more girls than boys or hgwequal numbers of boys and
girls in the lower classes is in line with what ethstudies have indicated (see
Kadzamira et al. 2001). The enrolment numbers iids Hegin to drop sharply in the

upper classes from standard five onwards.

iv) Pupils’ home background

About 15.75 percent of pupils did not respond te tjuestion about their father’s
education. A majority of the pupils however, indedh that their father had primary
education (44.13 percent); secondary education2@3®ercent). Few of pupils’
parents had a diploma (0.30 percent). A further déwhe pupils’ fathers did not go to
school (5.82 percent).

Just like with the pupils’ fathers, the highestdewf academic qualification for the
pupils’ mothers was primary education. About 57cpat of pupils’ mothers had
primary education followed by 19.76 percent withcawdary, and .10 percent
diploma. Some pupils’ mothers had a diploma as thighest level of education (.10
percent). About 15 percent of pupils did not respdo the question about their

mothers’ highest level of qualification.

About 15.65 percent of the pupils did not respanthe question about their father’s
occupation. Nearly half of the pupils’ fathers wesabsistence farmers (47.54
percent). A further 14.24 percent of the pupilddated that their fathers were artisan.
Others were civil servants (9.23 percent), entmegues (7.02 percent), watchmen
(3.01 percent), and drivers (2.51 percent).

About 15.65 percent of pupils did not respond te tjuestion about their mothers’
occupation. The majority of the pupils’ mothers sveubsistence farmers just like
their fathers. More than half the pupils’ mothererev subsistence farmers (68.10
percent). A further 0.70 percent of pupils indichtbat their mothers were artisans.
Others were civil servants (4.11 percent), entmegues (11.13 percent), drivers (.10
percent), and deceased (.20 percent). A highereptge of pupils’ mothers were
involved in entrepreneurship (11.3 percent) moantthe fathers (7.02 percent).

The data suggests that about half of the pupileqa had primary education as their
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highest level of education. More of the pupils’ et were involved in small
businesses than the fathers. There were fewer umibthers with secondary
education than fathers. The gender difference ademic level of achievement is
consistent with known patterns of boys and girleJes and females achievement in

the country.

3.5.3 Validity issues affecting the research design
Some measures were taken to improve upon the sharigs that are likely to be in a

study. These are presented in this section.

Some people believe that the classroom is too cenpl phenomenon to study
systematically and generalize the results to othessrooms. Reyna points out that
“classroom observation under the best of circunt&an(systematic and reliable
observers) does not even permit generalizationsthier classrooms” (2004: 54).
While we accept that the classroom is indeed a t®mphenomenon, it does not
follow that researchers should not attempt to ustded and explain it. The use of
intact classes can enhance the face validity dfaicetypes of classroom research
(Mackey and Gass 2005). For instance in cases vehergearcher is investigating the
effectiveness of an instructional method, an exgstilassroom would provide the best
setting for the research (ibid). In instances whaetact classrooms are used in a
study, Mackey and Gass suggest “a semi-randomizgirocedure by arbitrarily
assigning classrooms to one treatment or anotl#05:143). This is why teachers
and not individual pupils were randomly selectedthie experimental and control
groups.

While we cannot claim that the study was able tevent distortions of the
investigation due to infiltration of a number ohet variables such as some teachers
being naturally good at teaching and others naheséearners being motivated to
learn and others not, the researcher feels thatueh control as can realistically be
expected in a classroom-based study was exercétiout wanting to diminish
other existing confounding variables such as thowsl above, we worked on the
assumption that such factors would be randomlyridiged through the random
selection of teachers to the experimental and obgtoups. This is to say that in any
of the two groups (experimental and control), ieflaes or differences in factors

affecting the data would be almost the same.
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In order to maintain as much consistency as passgibinstruction across classrooms
a common prescribed text book for teaching Enghsis used in both experimental

and control schools.

The time table was centrally controlled. The Minisbf Education provided a

timetable matrix which all schools had to followhi§ means that the duration of
English lessons was the same in all schools. & mdeans that all schools taught the
same number of English lessons in a week. Therdfegeamount of time spent on

teaching English was the same in both groups.

In order to control teacher characteristics thatghhi have affected pupils’
achievement, the sampled teachers had similar agadgualifications, mode of

training and similar teaching experience.

A number of studies in second language administeitgsts in order to make sure
that there is comparability of the participatin@gps before the intervention (Mackey
and Gass 2005). This study had pre-test measurstiettchecked on equivalency of
control and experimental groups. Pre-existing déffiees in achievement between the
control and experimental group were statisticathypteolled. However, pupils in the
study shared similar backgrounds in terms of agemeh language and social
economic status. An examination of the post-testilte and those of the pre-test
made us conclude that there was no test-wise gHscdthere was a five months gap
between the time the pre-test was administeredtlamgost-test. However, practice
effect might have been present in all the two gsospmce schools were using the
prescribed text books throughout the academic ye¢alidity and reliability were

further ensured through triangulation of data abiten methods.

3.5.4 Data collection instruments

Both quantitative and qualitative data collectiomstiuments were used. Data
collection instruments were different from one d@ot Some instruments collected
guantitative data while as the other collected itpiale data. The instruments were
used in different phases. First to be used weratgative data collection instruments

followed by qualitative data collection instrumendter the intervention quantitative
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data collection instruments were used. Howevelh @strument collected data which
provided a particular perspective on the reseavestipn. Data collection instruments
included classroom observation checklist and tvif@idint interview schedules which

were used to collect qualitative data from teachevsitten, reading and auditory

instruments were used to collect quantitative datdearners’ achievement levels in
phonics, phonemic awareness, fluency, vocabulad/ @mprehension. Classroom
observation checklist was used to collect qualitatilata on observable teachers’
instructional practice. One interview schedule waed to collect qualitative data
from the teaching and learning environment. A sddaterview schedule was used to
collect qualitative data on the use of the balarlitedacy approach from teachers in

the experimental group.

a) Observation instruments

The researcher used a classroom observation cbiecdi one instrument for
collecting data. The classroom observation instntmeas structured. It was used to
code classroom activities and to provide quantigatheasures of classroom activities
(Appendix 2). The observation checklist was rate@dd. to 5 equal appearing interval
scale withO representingnot done,1 representingvery poor and 4 representing
outstanding This provided a common set of measures for eaather. The areas of
focus were planning and preparation of lessonsolesielivery, and instructional
approaches used. Ratings of specific charactevistiere completed during
observation. It was hoped that use of a structureservation instrument would
reduce the possible bias of unstructured classroleservation. This instrument was
used to collect qualitative data on the teachetasstoom practice in teaching

reading.

In order to increase the validity of observatiorchedeacher was observed on a
regular basis, once every month, by two peopleHhoty-five minutes’ observation
periods, during the sixteen weeks of the invesbgatit was not possible to have
three people involved in observing teachers asraily planned because of pressure
of work and time constraint at the work place. Tasearcher, together with a co-
researcher who was conversant with the balancerddiy approach observed teachers
teaching. Before each observer observed alonefwibeof us had to achieve a

criterion of 80 percent agreement on all majorisastof the observation checklist.
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Besides classroom observation there was also anieaton of documents such as
lesson plans. An examination of the daily less@nglprovided a broader spectrum
of teachers’ instructional approach, which includeat only performance in the
classroom but also what the teachers intended twe hhappened. The
multidimensional assessment of the teachers’ appesawas likely to capture
enough information and thus increase levels ofbdity and validity. Training in
observation skills for the researcher was not rezogs The researcher has been a
secondary school English teacher for more than years. She has also used
observation instruments before for more than fiearg during teaching practice
moderation in Teacher Training Colleges. The otiteserver works for the Malawi
Institute of Education as well. He too has beemivied not only in teaching practice
moderation but also in various research activic@scerning literacy in Malawi. His

background is presented in the last section ofdépter.

There were consistent results among researchers rated the teachers in the
classrooms. Observation data had an inter-obsegliability coefficient of .80.

b) Teacher interview schedules

Structured teacher interview schedules were usembltect some qualitative data in
order to substantiate the findings of the quanmgatiata. One interview schedule
collected data on the teaching and learning enmient such as availability of books,
desks and library at school. In addition to thewab interview teachers in the
experimental schools were interviewed in ordetirid but

(@) whether or not they understood exactly what halanced literacy approach
meant and what it involved,

(b) their experience in the use of the approach,

(c) what in their opinion were the benefits ofngsthe approach,

(d) besides lack of books, desks any problems teathers might have

experienced as they implemented the approach,

(e) ways teachers thought would resolve the proble

() what improvements did they think were requirddhe balanced literacy

approach were to be repeated,

(9) what they enjoyed doing most as they implemerihe balanced literacy

approach.
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Teachers in the control group were asked similastjons that touched on

a) Their understanding of the instructional approabkyt used in teaching
reading and what it involved,

b) their experience in the use of the approach,

C) what in their opinion were the benefits of usinig #pproach,

d) besides lack of books, desks any problems thathéeacmight have
experienced as they used their instructional amproa

e) ways teachers thought would resolve the problems,

f) what improvements did they think their approachunegl for it to work well,
0) what they enjoyed doing most as they taught rgadsing their instructional

approach.

The interviews were carried out during the last tmeeks of the intervention. The

interview questions were formulated in such a matimes, teachers’ responses would
bring out aspects of using the balanced literagy@grh that could not be revealed by
classroom observations alone. The interview dath G&ssroom observations were

used in order to provide methodological triangaladi

C) Pre-tests and post-tests

The pre-tests and post-tests form part of the g0oé evaluating the effectiveness of
the balanced literacy approach in the teachingeatling and writing in English to
standard four pupils in Malawi. The interventioaisn was to provide an instructional
approach, which would raise pupils’ learning ackieent in reading and writing.
The post-test was administered after the balantemdy instruction was completed.
A comparison of the pre-test and post—test resulési out memory effect. There was

a gap of sixteen weeks between when the pre-tdsp@st-test were administered.

During the quantitative phase of the study pre-dest post-test instruments were used
to collect data. Achievement tests were administetethe beginning and conclusion
of the research (see Appendices 3 and 4). The tolgeaf the tests was to find out if
the intervention would result in the improvemengpefformance of grade four pupils
in literacy in English in the selected experimentgoup. The pre-test was
administered to check whether the entry pointsasfigipants were the same. It also

provided a benchmark that was used at the endegdkt-test. At the end of the study
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a post-test was administered to both groups ofiggaaits to measure any pupils’
gains in learning as a result of the interventibest items were adapted from Pupils’
Book for standard four (Chilora et al. 1994gtivities with English: A course for
primary schools Before writing the test learners were askedrtwide the following
information about them; name, sex, age, languag&espat home, mothers highest
level of education, mothers’ occupation, fathergjhlest level of education, fathers
occupation. Teachers were asked to verify the im&dion pupils gave. Teachers were
also asked to provide information on pupils’ at@meck during the intervention.

Issues of validity and reliability in test instrumg used in a study need to be
considered. Validity refers to how well test itemsasure what they are supposed to
measure. Without validating a test or tests on@aigeneralize with confidence the
end results of testing. Dimsdale and Kutner say th successful study should use
an assessment instrument that directly measuresskiis being taught by the
intervention” (2004:11). For the test items to \@@id in this study they should
measure pupils’ knowledge and skills in phonicspr@mic awareness, fluency,
vocabulary and comprehension. Secondly valid tesns should have adequate
sampling of the content (Cohen et al. 2000). Thikdiy of the test items was
determined in terms of what Norcini and Grosso 89@commended. Norcini and
Grosso say that one way of ensuring relevance stfitiems is to collect ratings of
item relevance from job incumbents. In followingstmecommendation ten subject
matter experts were asked to match the test itayagst the content measured as
well as to determine the item relevance. Each etén subject experts were asked to
make a judgement regarding the relevance of eattedive content areas (phonics,
phonemic awareness, fluency, vocabulary and corepsebn) using a five-point
scale where a rating df indicatednot at all relevantand a rating of 5 indicated
highly relevant The subject experts were also asked to use timbens 2 through 4
to indicate intermediate degrees of relevancea@@asee Appendix 6 for more details

on how this was done).

The level of agreement among subject experts amdsdgest items’ relevance was
that seven out of ten said that the test itemshamics and phonemic awareness were
highly relevant while as the other three said thens were intermediately relevant.

The level of agreement among the subject expertegeads relevance of test items
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on vocabulary, fluency and comprehension was thaha ten said the test items
were highly relevant. Generally the ratings cobelcfrom the ten subject experts
regarded the test items as highly relevant. Thiegstwere more than 4 on average
on a 5-point scale. The test items especially théem test and reading text were
believed to have content validity because the iteovered the curriculum that was

being taught and pupils were likely to have beenilfar with them.

In order to find the reliability coefficient of theest items the KR21 formulae was
used. The reason for using this formula was thatfdhmula is used for a single test.
The study did not use test retest on pupils tochpeactice effect and familiarity with
the content. The reliability coefficient of the Wen test was found to be .70, while
those of the auditory and reading fluency testeveer.75.

i) Test instruments

Three tests instruments were used to collect data pupils, written tests, reading
texts and auditory. The written test instrumenieméd data on pupils’ abilities in
phonemic awareness, vocabulary and reading commsiEme The auditory tests
collected data on pupils’ abilities in phonics. Theading texts collected data on

pupils’ reading fluency.

i) Test items

The test items measured literacy achievement thralifferent types of tasks and
ways of scoring. The test items were designed piuca a picture of the learner’s
achievement in phonemic awareness, vocabularyndipand text comprehension. It
is claimed measures in phonemic awareness, phorocspulary, fluency and text
comprehension are linked to one another both thiealy and psychometrically and
have been found to be predictive of reading preficy (Big Ideas in Beginning
Reading no date). The test items focused on thkile that are essential in early

reading.

. Phonics and phonemic awareness

The phonemic awareness task tested pupils’ abdityear and manipulate sounds in
words. Phonemic awareness is auditory (Antunez 2@)g@ ldeas in Beginning
Reading no date) therefore the tasks were admiadtedividually that is, one-on-
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one. The test administrator read an auditory protop pupil, asking the pupil to
respond either by identifying or manipulating afie phonological unit in a word.
Just to give few examples, Question A in the psttested pupil’'s ability to identify
words that end with the same sound (rhyming wosdsh as at and nat. Question
B, in the same pre-test tested pupil’'s ability tanipulate sounds in words for
example substituting thé//sound inbat with /r/ to makerat. Question A in the post-
test asked the pupil to identify the initial soumasvords for instance to say whether
the initial sounds iriat andfun are the same or different. Question B in the pest-
was on phoneme deletion. In this question a pupd asked to say a word without the

first sound for exampleyin without i/ to makein.

Cassady et al. (2005) argue that this method,ish&aving a test administrator read
an auditory prompt to a pupil, presents a threatatality and reliability in assessing
phonological skills. This is more so where there amumber of test administrators
involved in reading the auditory content to thermea. Cassady et al. (2005) argue
that administrator’s dialects, speech rate, entiociadiction or accents are bound to
vary and this can provide a different test stimutughe learners. In order to limit the
threat to validity and reliability posed by the atwement of multiple administrators
for questions A and B, this study included writiagks (Please see Question C). In

addition one test administrator was used for thiitary and reading test items.

Question C measured pupil’s ability to make ana@sdietween the spelling patterns
in words. For instance pupils could be given theddmeakto create new words such
aspeakandspeak.Iln the classroom pupils can use analogy to readwersls such
as already cited. Research findings have shown dhiéddren can use analogy to
decode new words (White 2005). The research firgdalgo suggest that analogy has

a role to play in the initial stages of readingasiion.

. Fluency

The test item on fluency (Task G in Appendices @ @nis a task where an individual
learner was asked to read English material fronptiescribed standard four textbook
(Chilora et al. 1994Activities with English: A course for primary sch&olhe task
measured pupil’s ability to read grade level texickly and accurately. Pupils read

aloud a passage from their grade level textbookofe minute. A stopwatch was
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used to determine the number of words a pupil neashe minute. A score was given
representing the number of words the pupil readectly. (For further details on
administration and scoring please see AppendiX@jrectly read words (CRW) per
minute and errors per minute were used to deterflueacy. A word was scored as
an error each time it was omitted, mispronouncedsubstituted. According to the
Partnership For Reading (b) this procedure is vai reliable and strongly
correlated with reading comprehension (The ParmeriSor Reading 12/14/2005). It
was easy to monitor pupil’s progress overtime idmeg prescribed grade level text
book by seeing if there was any increase in woedsl icorrectly per minute from the
pre-test to the post-test. The length of the pse-fgassageKhumbo and the
grasshoppemwas 184 words, while that of the post-t€shba the beautiful birdvas
185 words.

. Vocabulary

Questions D and E were writing tests on vocabulbryone task pupils were given
pictures and a list of names/words relating to pgiedures. Pupils were expected to
match the picture with the appropriate name/wardhé other task, pupils were given
a definition in a sentence. Pupils had to selexhfa group of words, the correct word
to which the definition referred. This later taskne from the prescribed text book

(Chilora et al. 1994)ctivities with English: A course for primary sch&o

. Comprehension

The reading comprehension task (Question F) wagitngvtest used to measure
pupil’s level of understanding of a written passagéext. Pupils were asked to read a
passage from their grade level prescribed textljGbilora et al. 1994)ctivities with
English: A course for primary schoadsd respond to written questions after reading.
The letter that Teleza wrote to Jane was usedhipte-test while as the letter that
Juliet wrote to Maria was used in the post-test.ridlawere awarded for each
comprehension question that was answered corréEtly.scoring of marks please see

Appendix 7).

3.5.5 Pilot testing

A small scale trial study of four schools was arout for a number of reasons. It
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was felt that the trial study would help to ident#ny problems that might have been
there in the design and to try and address thefgebearrying out the main study;

problems such as those that might have been inptbeedure (practicality of

procedures), materials (the reliability and validdf the test items) and methods.
Pilot testing is “an important means of assesdmggféasibility and usefulness of the
data collection methods and making any necessaisigas before they are used with
the research participants” (Mackey and Gass 208h: @ohen et al., say in cases
where observational research is being done, “d pilast be conducted to ensure that
the observational categories are appropriate mbiguous and effectively

operationalise the purposes of the research” (2@%): Pilot testing was also used to

train the research assistant in as many elemenie asésearch process as possible.

Since it was not practical for the study to randpadsign pupils to the experimental
and control groups a quasi-experimental design wsexd during the quantitative

phase of the study. Four schools in Zomba ruralewglot tested for a period of

sixteen weeks (two terms with a one month holidapetween). The sixteen weeks
excluded four weeks of administering pre-tests ao&t-tests. Two schools out of four
were randomly placed in the experimental group evitie other two were placed in
the control group. A total of 294 pupils were ially included in the sample. Out of
this 124 pupils were in the experimental group e/ais 170 pupils were in the control
group. Table 4 below shows details of pupils whoterthe pre-test and post-test in

the pilot study.
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Table 4: Number of pupils who wrote the pre-test and post-test in the pilot study.

Name of| Pre-test | Pre-test | Pre-test | Post-test| Post-test| Post-test| Both Pre-
School Girls Boys Total Girls Boys Total & Post-
test
Mwanje 24 30 54 32 36 68 38
Exp. 17G+21B
Khuluvi 28 42 70 17 18 35 24
EXp. 14G+10B
Kanjuli 23 32 55 23 35 58 38
Control 17G+21B
Namadidi | 75 40 115 48 33 81 61
Control 41G+20B
TOTAL |150 144 294 120 122 242 161

Just as in the main study the number of pupilsingithe pre-test and post-test in the
pilot study was not constant. It either increasedlropped during the post-test. As
was mentioned earlier on the dropping or increasingupils’ numbers was a result

of pupils’ absenteeism, drop-out or transfer taeosthools.

There was no gender balance in the number of grisus that of boys who wrote the
tests. In the pilot experimental schools there weoee boys than girls. However, in
one of the pilot control schools the number ofgwias almost two times that of boys.

There were seventy-five girls against forty boys.

The pupils’ age range in the pilot study was alntbst same with that of the main
study. The pupils’ ages ranged from eight to nieetgears. Pupils spoke Chichewa,
Chiyawo, Chilomwe, Chinyanja and Chingoni. About [@&rcent spoke Chichewa,
followed by 16 percent who spoke Chiyawo. The renng 4 percent was shared by
pupils who spoke Chilomwe, Chinyanja and Chingdiie majority of the pupils’

fathers and mothers were subsistent farmers. Tileeki educational level for the

majority of the parents was primary school (abdupércent).

Two teachers from the pilot experimental group weeened twice in the use of
balanced literacy approach, first before the irgaton and midway of the
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intervention. The training was done mid way of th&ervention in order to ensure
that teachers understood the balanced approalkhyifdid not during the first training

and they were able to implement it in the classrodreachers in the pilot

experimental group were monitored and given suppode every month as they
implemented the balanced literacy approach. Théeimentation checks were carried
out for two reasons. The first reason was to altbes research team to check for
unplanned deviations from the intended instrucliamproach. The second reason
was to react to any difficulties that the teachemgyht have encountered in

implementing the treatment. Classroom observatiaiss assisted in determining
what the needs were for the mid intervention tragniTeachers in the pilot control

group were also observed teaching in order to duicwhich instructional approaches
they used in teaching reading.

At the end of the pilot intervention, which wasaltbe end of the school term and
year, quantitative data was collected through th&t-pests which were administered
to pupils. The post-test intervention data indidateat pupils responded very well to
the activities that were presented to them. Theing and writing abilities of pupils
that were present for the post-test increased rime that of the control group.
However, the results obtained were not concluse@bse of inadequate data. In one
pilot experimental school only thirty-five pupilsioof seventy presented themselves
for the post-test. (The post tests were adminidtaféer pupils had already written
their end of term/year tests two days before ctpsire term. An interview with the
teachers at the school revealed that after wrigimg) of term tests a number of pupils
stopped attending classes till the closing day witety went to hear the results of

their performance in the tests).

a) Issues arising from the pilot study

A number of issues arose from the pilot study. €heas shortage of English text
books in all the schools. In one school eighty-fpugils shared twenty-five books
amongst themselves. Besides shortage of Englishadeks there was also an absence
of supplementary materials and other instructionaferials such as chart paper, pens,
pictures and drawings. Generally teachers usedpthscribed text book and the

teacher’s guide available for teaching Englishiterdcy and nothing else.
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Another issue highlighted in the pilot study wasgéa classes. During the pre-test
period all schools had more than fifty pupils teacher with one school having three
times more (one hundred and fifteen pupils) to teaeher. It was argued earlier on
that the more number of pupils there are in a dlasdess interaction there is between

the teacher and an individual pupil.

Teachers and pupils in the pilot study absentethsleé/es from school. Reasons for
pupils absenting themselves from school have ayrdsn presented in the main
study. The most common reason for teacher absentegas illness due to a number
of factors including the HIV and AIDS pandemic. Tears’ absenteeism affected the
classes involved in the study. When a teacher weerd another teacher was
relocated to a class without regard for continuityhe former class which might have
been involved in the study. Table 4 above testiftae problem of pupils’
absenteeism, drop-out, and transfer from one sdooahother. There were a total of
294 pupils who wrote the pre-test. The figure wamwn to 242 during the post-test, a
drop of 52 pupils. The figure went down even furtteel61 when we consider pupils
who wrote both the pre-test and post-test a drof3&f from the original figure of
294.

During the pilot testing period the researcheasrieof the need to modify the way to
administer the tests. Because of pupils’ absenteeisansfer to other schools and
drop out administration of the written, auditorydareading tests at a school needed to
be completed within a day. The implications werattlit was not possible to
administer the auditory and reading tests to ghiilpuat a school on one-to-one basis
before 1 o’clock noon when pupils knocked off. 8stéad of all pupils reading a
passage and doing the auditory test only twentylpwere selected from a school to
do the auditory and reading tests. After pupilsterihe written tests the researchers
used systematic sampling strategy to select tés @nd ten boys for the auditory and
reading passage tests. Systematic sampling wagrthiosa number of reasons. The
first reason was that it would be easy to draw exetute. Pupils were asked to form
two queues one for girls and the other for boygeAfandomly selecting the first
pupil on the queue, nine more pupils were systeralfyli selected as required in a
systematic sampling procedure mentioned earlier 8econdly it was felt that this

strategy would spread the membership more evenlgsacthe entire classroom
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population than random sampling. Hence it wouldnbare representative of the
classroom population and more precise. So in dibals both experimental and
control schools, ten girls and ten boys were syateally sampled to carry out the
auditory and reading tasks.

The pilot study also revealed the problem that tis@se as regards the teaching of
phonics. Teachers revealed that they did not krievsbunds of the alphabet letters
and that they could not teach blending and segrtientaf words. A decision was

made to use analogy-based phonics instead.

3.5.6The research process

a) Teacher training

The training of teachers in the main study jusinahe pilot study focused on how to
deliver instruction effectively using the balan@ggpbroach at the same time using the
text book (Chilora et al. 1994ctivities with EnglishA course for primary schoals
The training included the use of the interventioatenals that teachers were to use
(see Appendix 1).

The researcher and two other experts in the balalitegacy approaches trained six
teachers in the experimental group. The six teacheceived a total of six days
intensive training in the use of the balancedditgrapproach. Three days of training
were at the beginning of the intervention. Each dayered six-hour sessions. The
other three days of training were midway of thesiméntion. The second training
concentrated on areas where teachers were foubé teeak during the first eight

weeks of implementing the balanced literacy apgroakrainings were carried out on
weekends Saturdays and Sundays plus one workingvdeoh was a Monday. This

was done in order to reduce the number of daysh&aovere absent from school
because of the training. During the training mieemhing was carried out. The
trainings took place at the Malawi Institute of Edtion. The goal of the training was
to allow the six teachers to master the use ofbtlanced literacy approach and
successfully implement it in the classroom. Onlgcteers who underwent the use of
the balanced literacy approach training were inetlith the sample. The training of

teachers was provided by three people all fromNtadawi Institute of Education
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including the researcher. The trainers were comawersvith the balanced literacy

approach. The researcher was present at all tgpg@ssions

i) Phonics instruction
In the classroom situation teachers had to prowicterities that would help pupils
develop phonemic awareness through hearing, igergifand manipulating the
individual sounds, or phonemes, within spoken wofslsme of the activities that
were to be practiced were:
* phoneme isolation for eg. What is the first or lsstind inmitt? The first
sound is itV the last sound ig//
* phoneme identification e.g. Which sound is the samman mitt, mes®
/mV is the same,
* phoneme substitution,
* phoneme deletion,

* phoneme manipulation.

i) Phonemic awareness instruction
Teachers were trained to provide any of the folt@yviphonemic awareness
instruction after, during or before a reading lesso

rhyming words such afan; tan; man

group of words with the same beginning for exasrgdhr; story; staircase

group of words with the same middle sound sucbhagscat

group of words with the same ending for exani@é sat mat pat that or

pinch lunch punch

make analogies such tble stable able cable gable fable
Teachers were trained to teach this explicitly tstgrwith the initial sounds and
moving on to the middle. Teaching aids could behartcor pictures. The teacher
could use games, rhymes, alliterations, assonan@y other language that focused
on the sounds in words. The focus of the lessomningve been oral language or this
could be combined with looking at letters. Aftee tteacher had modelled the skill,
pupils were expected to practice actively. Thevagticould be done individually or

in groups.
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iii) Fluency instruction

Teachers were trained in the use of two major ucsisnal approaches as regards
fluency. The first one was a teacher providing neadé fluent reading to pupils.
Through listening to the teacher reading effortieasd with expression, pupils were
expected to learn how a readers’ voice can helpriiew text make sense. Thus
reading aloud would increase pupils’ knowledgeh# world, their vocabulary and
their familiarity with written language. The secoade was a teacher giving pupils
repeated oral practice while guiding and givingnhieedback. The repeated practice
was expected to improve pupils’ word recognitiopeedd and accuracy as well as
fluency. Fluency would develop as a result of salvepportunities given to pupils to
practice reading on their own. The teacher waseimahstrate fluent oral reading.
Pupils were to practice reading fluently througbe&ted oral readings.

Y Vocabulary instruction

Teachers in the experimental group were traine@daoh word recognition, meaning
of words and giving pupils an opportunity to preetusing the new words in various
contexts. Training activities were taken from buok (Chilora et al. 1994 ctivities
with English: A course foprimary schoolsResearch has shown that most vocabulary
is learned indirectly. Pupils can leamew words indirectly through their engagement
in oral conversations, listening to other peopleadpor read to them, and from their
engagement in silent reading. Some vocabulary hewewust be taught directly.
Direct instruction helps pupils learn difficult was. Teaching learners difficult words
from a text before they read it is helpful in coetpending the text in addition to
learning new words (Partnership for Reading 20@idect instruction can also be
used in teaching pupils word learning strategidser& are several word learning
strategies that can be used such as cueing sybkenssght vocabulary, context cues,

and word attack cues.

V) Comprehension instruction

In giving instruction in text comprehension teachwere trained to:
. Introduce key ideas and concepts in the text betading and after reading.

. Help pupils to understand how the text was strectur
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. Prompt pupils to use strategies when reading sscpredicting what will
happen in the story using clues given in the tid illustrations and titles found at
the beginning of a passage in their text book, n@kjuestions about the main idea of
a text, re reading or asking questions about plag text they did not understand,
connecting the events in the text to what theyaalyeknew.

. Extend pupils understanding of the text throughragkupils to write, retell,
summarise the story in the text.

After training teachers were given the training omenthat had details of the
treatment. The training manual provided a basetéacher reference whenever

necessary.

b) Observation of teachers’ teaching

Teachers in both experimental and control group® wbserved teaching reading and
writing in English to standard four pupils in rugimary schools in Zomba district

area. After training teachers in the experimemga@up were observed teaching
reading in the classroom. The purpose of the wisds to observe how the teachers
were implementing the use of the balanced literapproach and to respond to
teachers questions and react to any problems legt hight have had. Each time
after observation teachers were provided with faekllon their lessons to ensure that
their lessons were in accordance with the traitirey had received. Previous lesson
plans and learners’ books were also examined to vgleether teachers were

implementing the balanced literacy approach eveenmere were no visits from

researchers.

Teachers in the control group were told that theas some research which was to
find out the best teaching method which would inwergupils’ achievement in

reading. They as teachers were being asked tohesbest methods they knew for
teaching reading, and to expect some people cotoirapserve them teaching and
perhaps copy their methodology. Teachers were taldothat some educationists in
the Ministry were interested in finding out whigathing methodology was the best
for pupils. Each teacher in the control group wis® @bserved teaching in order to

see which methodology they used in teaching reading
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c) Data entry and analysis

Data were entered into an SPSS database. All data @entered by one person to
ensure consistency in data entry procedures. Data analysed by a statistician from
the Research Department of the Malawi InstitutEddication. The same person from
the Research Department conducted statistical cosmpabetween the control and
experimental groups. Analyses of data were basedupils who were present

throughout the treatment.

Data from all the sample schools were analysedgusiw scores on the pre-tests and
post-tests. A t-test was used to compare preatebipost-test mean scores within the
experimental group. A one-way analysis of covamawas conducted to measure the
effectiveness of the balanced literacy approachleamners’ literacy levels. The
independent variable was the treatment. The depémadeiables were learners’ post-
test scores in phonics, phonemic awareness, reaffliremcy, vocabulary and
comprehension. Pupils’ pre-test scores were usedcasariate in order to control for
pre-existing differences between the groups. Theyaas enabled the researcher to

determine the effects of the treatment.

3.5.7 The roles of the researchers in the study

a) The researcher

The researcher is a graduate of Chancellor Coldgeh is a constituent college of
the University of Malawi. She holds a Bachelor otfal Science degree with majors
in English and Sociology and a minor in PsychologyUniversity Certificate in
Education from the same college with majors in Edion, English and Chichewa
language teaching, and a Masters degree in Edune&t®iudies from the University
of Hull in the United Kingdom. In 1999 while in Hae, Zimbabwe (on Leave of
Absence) the researcher enrolled for a computersepuand was awarded an
Advanced Certificate in Personal Computer Applmasi at the end. As a result of
this computer training the researcher gained kndgdeand skills that were relevant
to this study. Knowledge on the use of computesvedld the researcher to access
various resources. She was able to browse theneitand search through databases
with rich amounts of scholarly articles that haw¢easively been used in this study.

Information Communication Technology (ICT) and mmet have also aided in her
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long distance studies by allowing easy and instantmunication with the University
of South Africa (UNISA), the UNISA library and hsupervisor.

The researcher has been working in various capackince she left college.
Immediately after graduating at Chancellor Collehge researcher joined the Civil
Service as a secondary school teacher teachingisBnghs a secondary school
teacher her responsibilities included that of beangassistant examiner and an item
writer for the Malawi School Certificate Examinai®which are written after four
years of secondary school education (equivalentdmary Cambridg®© level). She
was a marker for the Malawi Government Junior @edie Examinations (written
after two years of secondary school education)aassistant examiner and an item
writer she developed skills of markir@ level national English examination papers
and what goes into item writing for the same exations. This experience was

relevant to this study when the researcher waslolgwg test items.

After teaching the researcher joined the Malawitiovel Examinations Board
(MANEB) where she rose from the rank of subjectceif to that of Director for the
Examinations department. As a director of the exrations department her special
duties included: implementing Board’'s policies eading the development of
examination syllabuses and national examinatioosyrdinating all the activities of
the Examinations Department from various sectidvisile working for MANEB the
researcher was on yearly bases called upon tocipate in the Teaching Practice
Moderation Exercise for teacher training collegadshts. The exercise involved
observing pre-service college students teach inriemapy school classroom,
evaluating and awarding a mark to gtadent observed. The researcher’s experience
at MANEB helped her to obtain a number of skillelsas observation skills, to be
conversant with content construct validity of teéetns and reliability issues. These
skills became handy when carrying out this studssies the above mentioned skills
she also was familiar with the teaching syllabuskall levels, primary, secondary
and teacher training colleges. She also had gekeoatledge of pupils’ performance

at various levels be it primary, secondary andheatraining.
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After leaving MANEB the researcher joined the Maldmstitute of Education (MIE).
as a Curriculum Specialist (Education). Her respmiittes at MIE included planning,
designing, organising and conducting in-servicersesl and seminars for primary
education advisors, primary school head teachedsatiner education personnel;
conducting research and evaluation of educatior@rammes; writing instructional
materials; trying instructional materials; planniagd organising writer's workshops
in the various subjects; undertaking consultanciebehalf of the Malawi Institute of
Education. Besides being a principal curriculumcggdest the researcher is also a
Coordinator for Initial Primary Teacher Educatioaf&m (IPTER) and a member of
the Secondary School Curriculum and AssessmentrRef8SCAR) here at MIE. As
a Coordinator for the Initial Primary Teacher Edima Reform the researcher has
been involved in planning, organising, and fadilitg all activities of the Teacher
Training Curriculum. She also acts as a liaisonceff between Malawi Institute of
Education, Department of Teacher Education Devetpgn(DTED) and Education
Methods and Advisory Services (EMAS) in the Minystif Education headquarters.
As a Curriculum Specialist she has been involvethéndevelopment of instructional
materials at primary and teacher training levels.tfis effect she has co-authored
English pupils’ text books and teachers’ guidesstandards one, two, three, four, six,

seven and eight.

Recently the researcher was delighted to join th@dRVialawi group. Read Malawi is
a joint programme that exists between The UniwemsitTexas at San Antonio and
MIE/Malawi whose objective is to produce supplenaenttextbooks and learning
materials for primary schools in Malawi. To thigeet the researcher has developed
and supported a number of stories in English aanstated some into Chichewa as
her contribution to the programme. The programme ign for three years. It is the
researcher’s hope and wish that the books will dong way in helping Malawian
children learn to read and write in English.

The major role of the researcher in this study weaprovide leadership and ensure
that the various activities being carried out dgrine study followed the design of the
study. The leadership skills | obtained while at NEBB and here as a Coordinator of
the IPTE programme were relevant during the rebepetiod. Other roles included

setting the pre-test and post-test items for pupigning teachers and the research
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assistant in the balanced literacy approach anctreing teachers teach in the
classroom. The researchers’ experience as a segoadaool teacher, director at
MANEB and here at the institute were tapped fromirdytraining and classroom

observation. The researcher also acted as a lia$icer between the National

Research Council and the Malawi Institute of EdiocatBecause of her experience at
MANEB it was not difficult to liaise between the tianal Research Council (NRC)

and the Malawi Institute of Education.

b) The co-researcher

The co-researcher holds a Masters degree in EdnehtStudies (with distinction)
specialising in language and literacy studies ftbm University of Cape Town. He
also holds a Bachelor of Education degree (Englisbin Exeter University, a
Diploma in Education (English and History) from théniversity of Malawi, a
certificate in English language teaching (ELT) frdaive United Kingdom and a
certificate in primary school teaching from Malawi.

The co-researcher taught as a primary school layjegaad literacy teacher for four
years before he moved to teach English languagdit@nature in secondary school.
After some years of secondary school teaching imegothe teacher training colleges
where he trained pre-service primary school Englsiguage and literacy teachers
for over ten years. He is now at the Malawi Insétof Education as the principal

curriculum specialist and head of the languagedlitardcy section in the Department
of Curriculum Development where he develops Engirgtructional materials and

conducts in-service courses for primary and seayrgtzhool teachers

The co-researcher has been involved in humeroganes studies on language and
literacy. For instance he was the researcher redperfor the assessment of learning
and literacy achievement in the USAID’s funded Ioypng Education Quality (IEQ)
project from 1998 to 2003. He has also directed hatonal research projects in
Malawi on language and literacy studies. Thesethee Malawi Breakthrough to
Literacy (MBTL) study that was funded by the Depsnht for International
Department (DFID) and the Literacy across the culim (LAC) study that was
funded by the German Technical Cooperation (GTZ).
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The co-researcher has co-authored two sets of prietdool English books, namely
the Activities with English series and the currEnimary English series for Malawi.
In addition, he has published some children’s stbpoks, secondary school
Chichewa books and other academic books on langudgehas also presented
numerous papers at national and international cenées. Some of his papers have
been published in conference proceedings. The smareher has a lot of experience
in research. His role in this study was trainingcteers in the balanced approach and
observing teachers teach in the classroom.

C) The research assistant

The research assistant Linda Chikaipa is a Unityersi Malawi graduate. She
graduated in September 1999 with a bachelor's @egreEducation (Humanities)
majoring in Home Economics and History as a milmaring her college vacations,
she used to work as a research assistant witheéh&reCfor Social Research in Zomba.
In August 1999 she was part of a team that conduetgtudy titledAn Assessment of
Decentralised Governance in Malawin this study she played the role of an
Assessment Participatory Expert responsible foa dald collection. Her duties
included assisting in the formulation of questidnes training research assistants in
the data collection methods, facilitating the det#lection process in the field and
writing field reports and presenting the findingshe core researchers. This exposure
prepared her for the role she played in this stildy of administering tests to all

sample schools.

The research assistant was trained in the useedbdlanced approach. She played a
role in this study because of her experience ia datlection. The research assistant
was not aware of which schools or classrooms wesgaed to the experimental or
control groups. She marked pupils’ answers andoresgs to the auditory test, reading
text and written tests. She recorded the mark® dhet pupils’ performance summary
sheet (Appendix 5). Pupils’ test results were sutaahito the research department for

analysis.
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Chapter 4

Results and Findings

4.1 Introduction

Chapter 1 argued that there is evidence that sistamslard four pupils in Malawi as
not able to read and write in English. The chafuether argued that without such
reading and writing skills standard four pupils’esall academic achievement is
bound to be affected negatively. This is especiatlyfrom standard five onwards
when the medium of instruction becomes English.r@he therefore a challenge for
the Malawian primary school teacher in how to adsirnis problem. Some people
have argued that reading intervention at an egalyesis better than remediation later
on (Burns et al. 1998). One such intervention taat be implemented at a relatively

early stage is the balanced literacy approach.

The purpose of this study was thus to documenkample of the implementation of
the balanced literacy approach as an interventorstindard four Malawian pupils
learning to read and write in English and to examihe pupils’ outcomes. This
chapter reports on the effectiveness of using dbjgroach in teaching reading and
writing in English as an intervention in standaalrf in the Malawian primary
schools. The chapter describes the outcomes okeimmaiting the balanced literacy
approach in twelve primary schools in Malawi foe thixteen weeks of the study. It
also discusses the limitations of the study andstiezesses of the study as well as

outlining areas of future research.

Fidelity of implementation (also known as treatinidelity, or treatment integrity)

is an important aspect of research validity (Cobkel. 2000: 106). It refers to the
degree in which an intervention has been implenteateintended. Information on
the extent to which an intervention has been impleled is essential in

understanding the relationship between an intefmersind outcomes (Gersten 2005).
Gersten argues that without evidence about whethemtervention was actually
implemented as planned, it is not possible to éstakhis relationship unequivocally
(ibid). If one is to argue that an intervention wex or that it is responsible for a

change, it is important to show that teachers wewlin the intervention exhibited
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more of the classroom behaviours related to thartrent than did the teachers in the
control group. The degree to which teachers hawn aithful to an intervention
should be measured in order to ensure that congpariare not rendered invalid by
poor implementation (ibid). Research findings heaxsealed that teachers involved in
an intervention can make modifications even inanses where program developers
have demanded strict compliance (Datnow and CastélD00). Fidelity
implementation helps researchers to determinesticcessful outcomes are due to a
failure to implement the model or are due to aufailof the model itself.

Researchers should observe the intervention usinghecklist of treatment
components and record whether or not the most aleaspects of the intervention
occurred (Gersten 2005: 157). This study followsslrecommendations stated above
as regards fidelity implementation. In order to toa@ the implementation of the
balanced literacy approach in the classroom, atsired observation schedule was
used. Classroom observation took place during tidessgnated as English periods
over a sixteen-week period. Each observation was: thirty—five minute period in
length. Ninety-six lessons were observed. The oasens entailed qualitative data-
gathering sessions. The central aspects of thevarigon that needed to be captured
were the teachers’ inclusion of the five core eletaghonics, phonemic awareness,
fluency, vocabulary and comprehension in the legdan and during teaching of

reading.

Procedural fidelity measures were used to deterrthirelevels of implementation
during intervention across the sample schools. lideatings consisted of an
observation checklist which covered the followiegthers’ instructional behaviour
in the classroom:
Under phonics, the teacher was to
» teach the relationship between the letters oftaritanguage and the sounds
of spoken language, and

* provide systematic instruction in phonics.

The plan of instruction was to include a selectetdo$ letter—sound relationships that

were organised into a logical sequence from easlffioult. Instruction was to
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* make pupils apply letter sounds to daily reading,
» teach strategies to decode multisyllabic wordsgusiard parts such as affixes
for examplepre-, mis., -tion, and

» give pupils practice in the application of phorticghe spelling of words.

Under phonemic awareness the teacher was expected t
» provide explicit instruction in phonemic awareness,
» teach phoneme identification, phoneme deletiondaliteon or substitution to
form new words, and

» focus on rhyming words and analogies.

In providing instruction in fluency the teacher wagected to
* model fluent reading,
» provide opportunities for oral, repeated readimgl a

» (give support and feedback.

In teaching vocabulary the teacher was supposed to
» provide direct explicit instruction in the meanirmj words and in word
learning strategies,
* engage pupils in daily interaction that apply nexcabulary in both oral and
written work,
» explicitly teach both individual words and wordeiag strategies, and
* integrate words into sentences and ask pupilslitthe meaning of the word

in the sentence and to use it in a variety of odate

In providing instruction in comprehension the tesclas supposed to
» activate pupils’ prior knowledge (background infation),
* provide comprehension instruction before during aftelr reading a text, and
» teach the following comprehension strategies: figdmain idea, predicting,

retelling the story (summarising), and guessingmmegpof unfamiliar words.

The observer in the classroom was to indicate wh&ims, and to what extent the

teacher included these in teaching reading. Thaifydinstrument used a rating of a
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1 to 5 equal appearing interval scale vtrepresentingiot done 1 representingery
poor and4 representingutstanding(see Appendix 2). Data on how teachers gave
instruction on reading was collected by two redears once every month. The
observation checklist instrument was preferred bseat enabled an observer to
record the occurrence of the most central aspddiseointervention and determine
whether the experimental and control groups receiddferent instructions. In
addition, as mentioned earlier on, it allowed thsearcher to compare behaviours
across research contexts in a consistent mannedings indicated that teachers in
the experimental group were able to effectively lengent the use of the balanced
literacy approach. Observation data had an intsender reliability coefficient of
.80.

4.2 Summary of findings

The results presented in this chapter are fromethseurces: (i) classroom
observations from both experimental and controlostd) (i) sets of data from
teacher interviews on the use of the balancedatieimapproach and the use of the

traditional method, and (iii) sets of data from gsipre-test and post-test results.

4.2.1 Experience of the balanced literacy approadn the Malawian classrooms
This section presents results from classroom observfollowing sixteen weeks of
implementing the balanced literacy approach. &irtbbservation, researchers did
not disturb the teacher when he or she was teactonglid they interact with the
pupils during lessons. The researchers limitedr th#ention to the teaching and
learning processes. Teachers in all the classesnadas were comfortable to teach
while being observed by the researchers. This talme they were used to being
observed by various people that included Primarydatdon Advisors (PEA’s),
Ministry of Education officials who observe primasghool teachers on a regular
basis.

4.2.2 Classroom observation results

Here we present classroom observation results @mols which (a) implemented
the balanced literacy approach and (b) schoolstwiiid not implement the balanced
literacy approach. Observation results from schadikh used the balanced literacy

approach are presented first.
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a) Classroom observation results (Experimentachools 1)

In the first classroom observation results, thelieawas teaching Unit 16 the title of
which wasElisa and Kitty (Appendix 10 a) from the book (Chilora et al. 1994)
Activities with English: A course for primasghools

In the introduction the teacher activated learnprr knowledge by asking pupils if

they kept animals at home and the reasons whyképl/the animals. He started to
teach from what pupils knew and broadened pupKpedences. (For example the
issue about chickens being birds and not animald; far those that have cats at
home asking them what they do with their cats).r (Betails of the lesson see
Appendix 11). The teacher aroused pupils’ inteamst curiosity by asking them what
they thought the story was about. During readingilpuwould have been interested
to find out whether their prediction was confirmed not. This was one way of

engaging pupils in the topic and to find out whagyt already knew. Activating

knowledge about a topic is important especiallydecond language learners. It can
help learners to focus on features of the text ¢hatbe handy in building a scaffold

for what learners will read in a text.

The teacher proceeded to discussing the title larsdration of the story. He used the
illustration to get pupils to predict what the cemit of the story would be about. Here
again by asking pupils to predict the teacher wettirng pupils to think and helping

pupils to develop one of the effective strategisreading comprehension. There
was also some discussion of new vocabulary thatgopet in the story for instance

when pupils were asked to identify the items inithustration such as a bench (and
not a chair), a girl, and a cat. The teacher amd/aand built pupils’ background

knowledge through the use of such pre-reading iiesv Class discussions held
around illustrations, and title of the story mighéve helped pupils to have a
framework for understanding the text. They couldhfcan or not confirm their

predictions.

The teacher taught learners the scanning skill #§ng pupils to put a finger on
some words found in the text. Pupils were also di$tigguess the meanings of words
as they were used in the passage. It was obsemaed was difficult for learners to

guess the meanings of words as they were useceiteitt. There are two possible
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explanations for this. The first is that learnersglmh not have had adequate
vocabulary for them to express their ideas. Theorsgds that it is possible that
learners did not grasp the concept of context chreshis step the teacher lost an
opportunity in using realia for teaching vocabularyexplaining some. Although he
indicated dolls in the teaching and learning mateairea of his lesson plan and
actually brought a small doll to the class he fotgomatch the written word and the
actual doll in the presence of learners. The dhait he brought to the class was made
of clay and not plastic as it is in the passageimd@rview with the teacher after the
lesson revealed that he did not use this doll &mwanting to confuse the pupils with
the word plastic. He was not able to buy a pladti. There are no plastic dolls
made within Malawi. The ones available in shopsieugorted and expensive for the
majority of the people.

The teacher then wrote some pre-questions on takkaard. The writing of the

guestions on the board before pupils read not galye pupils a purpose for reading
but also allowed pupils to focus their attention what they were to learn. The
guestions also helped pupils to think actively lasytread. They (questions) also
guided the pupils in finding the main points of #tery and gave them practice in
finding the answers to the questions. Before rapthe text, some pupils were asked
to read the pre-questions aloud. In asking somelsptp read aloud the questions
written on the board the teacher was ensuringthi@apupils understood the questions

before they read the story.

The teacher read a passage aloud followed by pupile reading aloud of the

passage by the teacher had the advantage of Idd#srgers listen to how to

pronounce words in the passage. The reading albutleopassage by the pupils
reinforced the pronouncing of words that pupils hast listened to as the teacher
read. The teacher too could check whether or npilgpuecognised words correctly
although the teacher could not tell at this momehnether the pupils were reading
with understanding or not. However, the readingudlof the passage in a chorus
form had the danger of some learners just parradifitey the teacher without any
understanding at all.

The lesson continued with a discussion of the leltmeanings of the various words
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made using a gridound sound bound groundandpound(see Appendix 11). After
discussing the meanings the teacher asked theehsaim use the words in sentences
of their own and to read the sentences aloud teldss. This part of the lesson gave
pupils explicit instruction in oral language devmiteent, as well as a discussion about
word meanings which was likely to have contributed/ards pupils’ vocabulary
development. Using analogy-based phonics the teaoticitly taught phonics to
the pupils. He let pupils be aware of the strategmg used in making new words by
asking pupils to scan for the word, spell the wgmhnounce the word and asking
learners to come with other words that soundedcdnee at the end as the wéodnd
using the grid. Then he allowed the pupils to pcactising the strategy. Eventually
pupils practiced in transferring strategies to nagks. They wrote sentences of their
own using the new words they had just learnt aradezhtheir writing with fellow
pupils by reading aloud what they had written. d2esh on reading instruction has
strongly argued for explicit instruction in teaapireading skills (NRP 2000; Pressley
2000).

b) Classroom observation results (Experimentalchools 2)
The teacher was teaching Unit 18 whose title Biads (Appendix 10 b).

The teacher started with pre-reading activities.sellected a picture of a bird which
was a key idea in the story which was about to dselr Use of real objects in
teaching meanings of new words can be effectivaalme objects consist of their
natural characteristics. It is easy for learnemsrtderstand the meaning of new words
because there is a direct link between the mearindghe objects. In their research
review Waxman and Tellez (2002) found that provisad multiple representations
such as realia, pictures and graphic organiserg steategies that made classroom

instruction meaningful for second language learfeaming English.

The teacher and pupils held a discussion arountbfie related to what pupils were
to read. Here the teacher built pupils’ backgrounidrmation by activating relevant
prior knowledge through the picture and asking tjaes about birds such as how
many legs, eyes, and wings birds have, and wheds bve. The teacher pre-taught
words and concepts that would help learners to nsteled the story. He was

bridging the gap between what pupils already kned what they needed to know
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for them to read. One way of dealing with readingbyems is for teachers to bridge
the gap between what pupils know and what they mekkd to know for them to

successfully read a text (Eskey 1997).

The teacher showed the class some real birds’desatind asked learners to say what
it was. Some pupils saitkethers(sic) while others saideathers The teacher
pronounced the word for the pupils and deigthers He repeated pronouncing the
word and asked pupils to say the word after him.alsleed a volunteer to spell the
word. He asked another learner to write the speltdwon the chalkboard for all
learners to see how the word was spelt. He aslete#iiners to read the word from
the chalkboard.

The teacher then showed learners a béa’s nest an insect an egg and asked
learners what they thought these things were. dohi@g the vocabulary (concept)
for these the teacher started with pronouncingntbels, asking pupils to say after
him, asking pupils to spell the word, to write therds on the chalkboard and to
read the words from the chalk board. The teacham flashed word cards with the
words written on and asked the pupils to read tbeds nest insects feathers an
egg, wingsandbeaks The teacher and pupils discussed the words. §deher once
more flashed word cards with the same wardst insects feathers an egg, wings

andbeaksand asked learners to find each of the wordserptssage.

This was followed by a discussion of the illuswatiat page 105 in the book (Chilora
et al. 1994)Activities with English: A course for primary sch®auided by the
following questions:

How many birds are there in the picture?

How many legs, eyes, and wings do all birds have?

What do birds use to catch insects?

What covers the body of the birds?

What do you think you are going to read about sdtory?

What is the title of the story?

When asked about how many birds there were ipittare (illustration), how many

legs, eyes, and wings do birds have pupils respgbtalall the questions correctly and
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made a correct guess that the story was about Aildsteacher made a link between
what pupils knew about birds and what they couldiaty see in the illustration in
their text-book. Next the teacher asked pupilsredigt what they thought the story
would be about. Pupils then read the text and coedpahat was in the text and their
prediction. From the introduction to asking of ciimss about the illustration in the
text the teacher was activating pupils’ prior knedde. The activation of prior
knowledge was one way of enhancing the developrokeffective comprehension
strategies.

The teacher read the first paragraph of the stwydawhile pupils listened. He
demonstrated the strategy of summarising a text asare telling what one read by
including important information only, using key widsr from the text leaving out
details that were less important. The teacher exgdawhy pupils had to learn the
strategy. He asked pupils to practice the stratesyyg very short paragraphs. Pupils
read a passage and summarised it orally then heagassage silently. The teacher
and learners discussed the answers to the questiathe chalkboard orally.

In the next step the teacher asked learners tbrgodh the passage and identify all
words which started with the sound /s/ at the b@gop (which started with the letter
s). Pupils scanned for wordsand some see andslowly. The teacher then asked
learners to identify their own words which starteith the &/ sound (which started
with the letters). Pupils came up with the following wordsin sin, same sick sit,
sat, soap story, see andschool Pupils read the words to the class and wrote them
the chalkboard. Pupils used the words they idetiiin their own sentences.

In the concluding part of the lesson pupils weleedsto match the following words
with the objectsegg nest feathers andinsects The teacher asked learners to say
one sentence each one of them about what theyelaadm the story. Pupils gave one
sentence each about the story. The teacher herdryiag to teach learners the
ability of picking an idea from the story. This wduead to learners’ ability to
identify the main idea of the story and summarise.

Teachers in the experimental schools started tlegiding lessons by activating

learners’ background knowledge (prior knowledgediider to help learners interpret
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the text. Instruction in the classroom addresseeciBp background knowledge
required by the pupils in order for the learnersibalerstand a text. Teachers asked
some questions about the topic in the text, sudmasmany legs, beaks a bird has.
Through asking some questions about a topic teaatere able to build the learners’
background knowledge. Learners used realia, pistoreillustrations found at the

beginning of each story to predict what the stoagabout.

Teachers also used pre-reading activities to Beddhers’ vocabulary. Words which

were difficult for learners to understand a texravpre-taught. This helped learners
build their schema and increased the learners’ drackid knowledge which was

needed to understand a text. The teaching of iddaliwords can deepen pupils’
knowledge of word meaning. In-depth knowledge ofrdvaneanings can help

learners’ understand what they are hearing or liegriSnow 2002: 63).

Teachers taught learners to identify specific ssuaidthe beginning, and middle of
words. They also asked learners to identify thednthat remained when a phoneme
was deleted or to substitute a phoneme with ano8wlearners made a new word by
replacing a particular phoneme with another. Le@rmesre also able to use the idea
that a cluster of letters such amund -aid, -all could be used in several different
words to represent the same series of letters. Adlged learners to recognise new
words by analogy with familiar words and drew atiem to letter sound
correspondences as they occurred in a text. Systerphonics instruction that
learners received is likely to have brought abdw¢ greatest improvement in
learners’ reading ability (NRP 2000). Reading eipsay that awareness of sound at
word, rhyme and phoneme levels is one of the muogbitant indicators of early

reading success (Adams 1990).

The reading aloud of the passage by the teachenmpthelped learners to develop
listening skills but also provided a model for gapin pronunciation and expression.
However, the intonation and tone used by the Maawtieacher was not exactly

modelled on the Queen’s reception of the Englisiglage.

Comprehension instruction given to learners wasctliand explicit. It focused on

some strategies such as making predictions, ansgveuestions and summarising.
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Teachers demonstrated to the learners how to use strategies. The demonstration
and instruction in comprehension strategies wéwhlito have helped learners to be
aware of what they did understand during readingidentify what they did not

understand; and to use strategies to resolve tbhblgms. The National Reading
Panel (2000) determined that comprehension is iaggtowhen teachers use a
combination of reading strategies such as ques#doswering, summarisation

(retelling) and prediction. When learners are dableuse these reading strategies

successfully they perform well in recall and ansmgequestions.

Teachers in the experimental group incorporatedttal five research-based core
elements in teaching reading. The use of the fimee ®lements represented five
different approaches to teaching pupils to readialé envisaged that to be successful
in teaching all pupils to read and write, teacheegded to incorporate in their
instruction these different approaches to beginmesgding. By using the five core
elements teachers were acknowledging that leadhensot learn in the same way,
therefore they as teachers needed to plan a vasfeigstructional approaches in

order to meet the needs of the majority of learners

Review of literature (NRP 2000) has shown that essful interventions for
struggling readers has included the teaching ofcdutiye five core elements, phonics,
phonemic awareness, vocabulary development, fluandycomprehension in early
literacy (Snow et al. 1998; NRP 2000). Researctifigs suggest that in general the
types of instruction that help monolingual Englgbeaking pupils to learn to read
also help second language learners (August 200gu#tiand Shanahan 2006; Garcia
2000).

c) Classroom observation results (Control schi®1)

Just as fidelity of implementation needs to bekiedcin the experimental group,
instruction in the control group too needs to beesked and described. Below are
descriptions of instruction in two of the controhsols. In this lesson the teacher was
teaching Unit 18 whose title wasrds (Appendix 10 b)

The teacher introduced the lesson by asking pupilspell the words from the

previous lesson such aseat eat need heart and gave He started the lesson by
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connecting it to what was previously taught thaspelling of words. It was observed
that there were no clear spelling patterns in tbed® that were spelt. It was not clear
why the teacher chose these particular words. Tdredswspelt had no direct link with
what pupils were going to read later in the lesJdre Teachers’ Guide for standard
four advised the teacher to pre-teach the wdedshers beaks andinsects But the
teacher did not do that. Instead he started witkllisg of words. Spelling of
irrelevant words to the passage was not going tip Ipeipils understand the
vocabulary used in the passage.

The teacher wrote some pre-questions on the chalédborhe writing of the
guestions on the chalkboard guided learners on at@wers to look for as they read
the passage. However the teacher needed to adeaaters’ background knowledge
about birds and their characteristics in order étpHearners understand the text
better.

The teacher read the pre-questions to pupils.edalsof the teacher reading the pre-
guestions pupils should have been given an opptyttonread the pre-questions on
their own and so practice reading. This would haekped the teacher to establish
whether pupils were able to read at sentence levehot and understand the
questions. Learners should have been involved aimgd activities rather than

listening to the teacher and parroting after him.

After reading the questions to the pupils the teaalead the passage and asked
learners to repeat after him. Some pupils repeatiedl the teacher as if they were
singing a song, without giving attention to whatswaeing read. Although pupils’
reading aloud could have enabled the teacher tokgbepils’ ability to decode and
pronounce words correctly, the observed readingdaloy pupils left a lot to be
desired. It was more of learners barking at woadker than reading. Not only was
there no attention given to the meaning of whatlpupad but also no attention was

given to understanding of what was read.
It was observed that the teacher concentrated @mdigupils pronounce words

correctly. However, the teacher did not make arigrefo establish whether or not

pupils understood what they read. Although onehef dbjectives of the lesson was
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for pupils to answer the comprehension questiomeectly, this objective was not
fulfilled. Pupils were not able to answer the coeilnsion questions. One possible
explanation for this would be that pupils did noidarstand what they read hence

could not answer questions.

d) Classroomobservation results (Control schools 2)
The instruction given focused on Unit 6 whose titlas Invitation to the wedding
(Appendix 10 c).

The teacher started the lesson from what is alrgadwn and attempted to move to
what is not known by asking pupils to sing a lossdding song. Weddings and
wedding songs are common in the country be it enilages or in towns. The
teacher was tapping on learners’ background knayeedhen she asked learners to
sing a wedding song. However, she did not link sbag with what learners were
going to read. She did not fully activate learndratkground knowledge by linking
the song with learners’ experiences. She did novige any pre-reading activities
that were going to help learners read the text AggEendix 11).

The teacher asked learners what they saw in thstrifition at the beginning of the
story. When a pupil responded to saynman and a woman standing next to each
other, she did not ask pupils further questions abowt ficture. In normal
circumstances a man and a woman standing nextctoaher are not always getting
married. The illustration in the book had otheradstthat indicated that the man and
woman were getting married (see Appendix 10 c). tBaeher should have continued

to probe pupils on the details in the picture.

The teacher then asked learners to scan for sonsswothe passage. Scanning is a
reading skill which good readers use when theyaking for specific information in

a text. So the teacher was trying to develop tkiswhen she asked learners to look
for the wordsinvite, decided, bridesmaid, wedding, and sheltdihe teacher then
wrote some pre-questions on the chalkboard. Thingrof the pre-questions was
also good in the sense that it gave learners aoparfor reading and directed learners
on to what information they were to look for asytmead. However, the reading aloud

of a whole class had the disadvantage that it ntightt led to some learners barking
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at print. Classroom observation showed some leameading aloud after the teacher,

with their eyes looking away without reading froine tbook.

It was observed that there were limited activitieghe control group designed to
help pupils to read on their own. Teachers didprovide instruction in phonics or
phonemic awareness. The teaching of analogies.tifidation of words within
words, phoneme substitution and manipulation webseat in their lesson
presentations and lesson plans. None of the teaainéine control schools combined
the teaching of whole word with that of skill-basagproach. It can safely be
concluded that although teachers in the controugrased their best method for
teaching reading they did not use the balancedhtifeapproach. Further details of
classroom observations for both experimental andrebschools are in Appendix
11.

4.3 Teacher interview

Teachers in both control and experimental scho@sevinterviewed in order to get
some information about their in service trainingl dheir perceptions and attitudes
towards the instructional approaches they were gusmn teaching reading. The
structured interview schedule also focused on btbadthes such as materials that
teachers used in teaching English, whether or eathers had learned theories of
how to teach English during pre-service trainingikability of a library at the school
or near the school and the number of desks agdiestumber of pupils in standard
four. Chapter 3 discussed some of the responsésese questions. The interview
schedule was used to bring in some triangulatidhecstudy. Secondly the interview
was used to get information which was difficult ¢btain through classroom
observation, information such as teachers’ attecelari in-service training just to

give one example.

When the teachers were asked whether they haddatiem-service training or
seminars in connection with their teaching of Esiglin the past five years, ten
teachers said they had not attended in serviceirigai One teacher in the control
group said she had attended a one week orientabanse to the standard five
Primary Curriculum and Assessment Reform (PCAR)chewy and learning

materials, which covered all subjects in standard, fincluding English. The post-
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test results show that the teacher’s orientatiostémdard five PCAR teaching and
learning materials did not have any effect on thadmg abilities of the learners
taught by this teacher. Another teacher in tharobgroup said she had attended in-
service training under the Malawi Teacher Trainkdivity project (MTTA). (The
project was responding to the need to improve tladity of education in the country
through the improvement of the professional slafigrimary school teachers at the
pre-service and in-service levels in four targstrdits Kasungu, Machinga, Mzimba
South and Phalombe. Specifically the MTTA projeaswstrengthening teachers’
content knowledge in mathematics, science and &mg(AIR 2005). Again pupils’
post-test results for the teacher trained undeMm&A project show that there was
no influence on pupils’ reading abilities. Thiseigpected because the project focused
on content for English not on method for teachieading.

4.3.1 Teachers’ reaction to the balanced literacypgproach

This section provides qualitative data from teashenterviews. A descriptive
overview of teachers’ views and perceptions onrthee of the balanced approach is
presented. The data was collected in order to answe aspect of the research
guestion, that of implementing the balanced apgroa8ix teachers in the
experimental group were interviewed. At the timetlod interview all the teachers
were teaching standard four pupils. The followmis@ table detailing the teachers’

demographics.
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Table 5: Biographical details of teachersin the experimental group

Sex School Teaching No. of years| Attendance  of No. of
experience taught standard 4 seminar or in-{ pupils in
service training | class
Teacher 1 Female Ntondo 12 1 once 80
Teacher 2 Male Chiphoola 12 1 None 135
Teacher 3 Male Domasi 11 3 None 60
CCAP
Teacher 4 Male Namiwawa | 14 3 None 115
Teacher 5 Male Matawale 14 5 None 169
Teacher 6 Male Naisi 11 1 None 146
a) Teachers’ understanding of the balanced literacy gproach

It was obvious from the interviews that teachersenvaware of what the balanced

literacy approach was and what it involved in thedg. Teachers were able to

describe the balanced literacy approach and sastlgxehat they were supposed to do

when teaching reading. They were aware that theoapp emphasises inclusion of

phonics, phonemic awareness, fluency, vocabulad/ @mprehension in lessons.

They were aware that these methods or approaches mesearch-based and were

found to be effective regardless of the socioecooostatus of learners learning

literacy. Teachers also displayed an understanafinghat they were expected to do as

they taught reading. However, it was apparent dutmaining that teachers were

encountering the approach for the first time. Thecept of using the said approach in

conjunction with the Teachers’ Guide was entiredyrto them.

b)

Teachers’ experience in using the balanced literaggpproach

Teachers had a positive attitude towards theirafighe balanced literacy approach.

They spoke highly of the approach as Teachersaahd34 demonstrate:

The use of the balanced literacy approach as a ofidgaching
learners to read and write is very good for théofwing reasons:
Learners were taught more than one area duringsore Pupils
learnt vocabulary, phonemic awareness, word pattéuency and

comprehension strategies within one lesson (Tedoher
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It was a miracle to see that within a short peraddusing the
balanced literacy approach learners who were riettalread even
at word level (sic) were now able to read. Somenkexs were able
to pronounce difficult words that they were not ealgkic) to
pronounce earlier on. Some learners were ablead sentences
and answer questions orally. Some few learners ala@eeto read a
paragraph and answer comprehension questions (@eath

After using the balanced literacy approach teachiegame easier
because learners were able to read on their owarnkes were
fully participating in lessons especially when thegre asked to
make words using phonics. They were able to makelsvas well

as read the words. Balanced literacy approach resdens to be
lively (sic). During lessons learners were moreoimed in carrying

out activities. | just guided them (Teacher 4).

C) Teachers’ opinion on the benefits of using the bateed literacy approach
Teachers unanimously said that they as teachesditied a lot from the use of the
balanced literacy approach just as did their laatn@s teachers they learnt the
techniques for teaching recognition of new wordbey learnt skills of assisting
learners who were not able to read at word lewltence level and paragraph level to
be able to do so. They learnt skills which assigaders to understand a passage and

answer questions.

From the teachers’ point of view learners too beteef a lot. They were able to read
and answer questions within a short time of beiagght using the balanced
approach. They strengthened their vocabularyy Were able to read and write
English words. They were able to spell words cdlyeSome learners were able to
read passages and answer comprehension questinaaedAng of comprehension
guestions was an indication that they (pupils) ustded what they were reading.

Although teachers acknowledged that they acquies skills in teaching reading,
what remained was to see whether or not this wbeltorne out by the performance
of their pupils in the tests that were administeaethe end of the intervention.

d) Problems that teachers experienced as they implemiea the balanced

literacy approach
All six teachers met some challenges as they impieed the balanced literacy
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approach. The challenges that teachers faced aekeof lockable doors so that they
could safely keep their teaching and learning nltewithout losing them, teaching
large classes, absenteeism of both teachers améteashortage of text books and
pupils’ indiscipline. (For further details on whaéch teacher said see Appendix 13
a). Despite these problems teachers continued mgsleng the balanced literacy

approach to the end of the intervention.

e) Teachers’ suggestions on ways of resolving some plems

Teachers also suggested ways of resolving the gmablsuch as the community
helping in the provision of lockable rooms in whielachers could store teaching and
learning materials, and training more teachersraeioto reduce the pupil/teacher

ratio. (Please see Appendix 13 b for further de}ail

f) Teachers’ suggestions on how to implement anotherggramme using the
balanced literacy approach.

Teacher 1, Teacher 4 and Teacher 5 suggestedé&ttining period be increased so
that they would be thoroughly trained in how tocte@honics. Teacher 4 suggested
that the training should be done in five days etitle instead of three as was the
case, while as Teacher 1 suggested that the tgdo@rextended to three months. The
teacher who wanted a three months extension said:

If I were to implement another programme using baanced
literacy approach | would like to be thoroughlyited in how to

provide phonics instruction that focuses on théalet letters and
their sounds and uses blending and segmentationw&/e not

taught phonology during the three months residectarse that
we had in college during our pre-service trainivie read about
this on our own from the modules that we were gi¥en the

course. It was difficult to grasp the sounds withmwodels. So |
want to be trained for another three months.

Phonics that focuses on the relationship betweerlithabet letters and their sounds
was an area of difficulty for a number of reasonat tare discussed later in this
chapter. During the pre-service training teachessewnot adequately trained in
teaching phonics especially synthetic phonics inctvlearners are taught to sound
out words by matching sounds to letters and thendihg the sounds to form words.
The researchers felt that an addition of two daythé intervention training periods

would not be adequate either, to teach all Englisnds and their symbols that
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would enable teachers to teach blending and segim@mt Secondly there was no

equipment such as tape recorders to provide mddelseachers to listen to the
alphabet letter sounds.

Teacher 2 and Teacher 3 suggested that next tier otading materials such as
newspapers, book maps, dictionaries, street sigoald be made available. They
said,

During intervention training we learnt about teachilearners the
different genres that are there. It was difficolt fis to teach this in the
absence of materials such as newspapers, dicisnaand

supplementary readers. Next time the balancedatiyeapproach is
repeated let these things be made available.

0) What teachers enjoyed doing most as they implemertethe balanced
literacy approach
All six teachers said they enjoyed giving instrantiin making words from other

words such asverywhereor unfortunate For example other words produced from
everywhereandunfortunatewould be

everywhere unfortunate
every here un for
eve he or fortunate
ever her  where at ate

From the example above seven other words can be fath the wordeverywhere

while as six other wordsan be made from the wouthfortunate.

Teacher 1, in addition to the above, enjoyed givimggruction in phoneme deletion
or substitutions to form words. For example “Takew the first letter irgear what
word remains?” The word mar. All six teachers indicated that they enjoyed jiyi
instruction in making analogies and modelling coamension strategies. They found
this to be fun and enjoyable.

Such findings on teachers’ views and perceptiongherbalanced literacy approach
helped to explain how teachers implemented the omgbr How teachers

implemented the approach had a bearing on learaehngvement.
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4.3.2Teachers’ reaction to the traditional method of teahing reading

Teachers in the control group were asked similagstijons on the instructional

approach they used to teach reading.

Table 6: Biographical details of teachersin the control group

Sex School Teaching | No. of years Attendance of No. of
experience | taught standard 4 seminar or in- pupils in
service training class

Teacher 7| Female Mchengawedi 12 years 1 Once 108
Teacher 8/ Female Mulunguzi 15 years 1 None 108
Teacher 9| Female Malemia 11 years 1 None 91
Teacher Female Mbidi 14 years 5 None 30
10
Teacher Male Lomoni 11 years 1 None 27
11
Teacher Male Namilambe 11 years 1 None 45
12
a) Teachers’ instructional approach in teaching readiig and what it involved

Four teachers out of a total of six teachers wéte & tell what method they used

for teaching reading. Two teachers were not ableame the method they used.
Teacher 7, Teacher 8, Teacher 9 and Teacher 11ihsdithey used thieok andsay

method in teaching reading. In describing what waslved they said that the

method involved reading aloud to the learners asking them to read after them.

When they read aloud they demonstrated to the desuimow a good reader should

read. Through their reading pupils learnt how tonpunce the English words and

how to look up while reading. Teacher 10 and Tea&Rewere not able to name the

method they used to teach reading. They said tadyfdrgotten the name. However,

they were able to explain what was involved indperoach. From their explanation

they too were using tHeok and saynethod.

Teachers acknowledged that they useddb& and saymethod in teaching reading.

This is a method that emphasises learning to reaigh repetition of phrases and
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sentences. Unfortunately, in Malawi teachers gdiyerse this method without

emphasising whether learners understand what gs&l/or not.

The look and saymethod to teach reading that the four teacherstioread was

intended for native English language speakers. désdnot give attention to
presentation of meaning or checking of understapdWilliams 1993:26). The
approach is allied to a behaviourigattern drill approach to foreign language

teaching (ibid).

b) Teachers’ experience of using the approach
The four teachers mentioned above have used theochér a long time, more than

ten years now. For example Teacher 11 had thigyto s

| have used the method for a long, long time sirgtarted teaching.
| like the method because when | ask the learmersad aloud | am
able to know which learners are good at readingveimdh learners
have problems to read. | am able to check theinyomoiation. | can
also see whether they are reading with expresgioroin Actually |

know no better method of teaching reading here ataMi than this

method.

Teacher 11 seemed to mention on behalf of altdbehers in Malawi that they use
no other method in teaching reading rather tharaible and saymethod. Finding out
what method teachers in the entire country useaching reading would make an

interesting subject for research done on a largkeswtside this study.

c) Teachers’ opinion on the benefits of using this appach

Teacher 9 said

Every learner is able to hear my voice when | rabulid. Learners

repeat after me as | read. Even in the absenbeaks learners are
able to read after me. Some learners are ablatbaleud to the entire
class without being shy. They have actually stoppeadting at each

word with a finger when they read a text. This ihkhis a result of

copying from my reading. When | read to them | @¢ point a finger

at each word.

Teacher 9 seemed to be offering her definitioneatling, that it is saying words aloud
and repeating after the teacher. Teacher 9 seemsulygest that barking at words is
synonymous with reading. This definition is not anlgse at all to the definition of
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reading provided in Chapter 2.

d) Problems that teachers experienced in implementinghe instructional
approach besides lack of books and desks.

Four teachers in the control group met some chgdlenjust as those in the
experimental group did. Their challenges includesthing large classes, shortage of
text books, learners’ absenteeism and droppingbsathool. However two teachers
said that they did not have any challenges atxaéjgt for the usual problems that
have been there for some time now such as laclookdy teacher/pupil ratio. (For

details on the teachers’ exact words see Apperti).1

e) Teachers’ suggestions on how to resolve the problem

Teachers in the control group also offered a nurobsuggestions in order to resolve

the problems. Their suggestions included trainirgenteachers so that the teacher/
pupil ratio is reduced, provision of enough texbk®and other teaching and learning
materials for effective teaching and learning tketalace, pupils to go to school on

time and not be absent, sensitizing the commumityhe importance of keeping the

girl child in school and making some effort to attr girls that dropped out of school

to come back. (Please see Appendix 13 d for fudbails).

f) Improvements that teachers thought were required fotheir approach to
work well.

One teacher, Teacher 12 felt that the major impr®re that was required for his
method to work very well was availability of bookse argued that availability of
books would enable learners to read properly. Heeked that when learners use

one book in a group of ten pupils they cannot felfroperly.

Three teachers Teacher 11, Teacher 9, and Tead®d 8hat they were happy with
the approach they were using. They did not thinkt thome improvement was
required. Two teachers (Teacherl0 and Teacheld}ls# the approach had worked

very well for them.
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0) What teachers enjoyed doing as they taught readingsing the

instructional approach

All six teachers said that they enjoyed reading@dltw the learners. It was interesting
to note the amount of value that teachers in tmérabgroup placed on reading aloud
to the learners.

This interview schedule enabled the researchedentify the methods that teachers
in the control group were using. It also enablee tesearcher to know teachers’
views and perceptions about the method they werg us teach reading. It was not
possible to collect this data using quantitativethods hence qualitative methods

were used.

4.4 Nature of the balanced literacy approach in théalawian classrooms

The balanced literacy approach was implemented armal classrooms in the
experimental group. The approach was implementeglthe four reading periods
in a week. The implementation was done over sixteerks, not including two
weeks for administering pre-tests and another tveeks for administering post-
tests. Each teaching session lasted 35 minuteslafgeiages used for instruction
were a mixture of Chichewa and English. Just asg in control schools instruction
in the experimental schools was provided by oneheato a class although the
teacher might have formed groups within the classrorhe prescribed learners’ text
book (Chilora et al. 1994)ctivities with English: A course for primary sch®bad
140 pages with 24 units that had to be covereshénazademic year.

Teachers in the experimental group incorporatedhallfive core elements: phonics,
phonemic awareness, fluency, vocabulary and corepsebn in teaching reading
while at the same time using the prescribed textp@®hilora et al. 1994Mctivities
with English: A course for primary schools other words teachers offered balanced
skills instruction with whole word instruction. Atl of explicit teaching took place.
Pupils were taught word recognition skills, techuag that could be used before,
during and after reading that helped in comprehentixts. Teachers demonstrated
wherever it was necessary to do so.
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4.4.1 Phonics instruction

In providing instruction in phonics, teachers nektteteach the relationship between
the letters of the alphabet and their sounds. Hewdeachers in the sample schools
were not able to teach the relationship betweeretiters of the written language and
sounds of spoken language properly. Instead ofgustrunds of the alphabet letters
teachers used the names of the alphabet lettersexample when substituting
phonemes instead of asking pupils to: “Change phén/pig to / and say the new
word,” teachers asked learners to “Changeptimepig to f and say the new word.”

Although research has shown that learning the sofieéch alphabet letter makes it
easier to learn to blend letter sounds togethee&n words, teachers in the study
taught pupils what sound each letter made withind&oln other words teachers and
learners focused on sounds inside words. For iostdhey taught initial sounds

(initial letters) first, then moved to middle sown(detters), before moving to the end

sounds (letters).

However, teachers also focused on analogy phonieghich students detected and
blended word parts that are larger than phonenrets (such as onsets and rimes and
spelling patterns). Instruction in analogy phonigssaid to be just as effective as
synthetic phonics in bringing about the greatesprowement in reading ability
(Learning Point Associates 2004: 12). Teacherstifieth useful series of cluster
sounds (letters) and taught these in a logical esatpl from easy to difficult.
Instruction in phonics included the teaching ofatdgies to decode multisyllabic

words using word parts such as affixes for example:, mis., -tion.

Pupils developed phonics skills through listeniogtdachers pronounce words and
rhymes and read aloud to the learners. Teacher$icidypdemonstrated and

illustrated rhyming words. They pronounced words fleatured various sounds such
as initial sounds (letters), middle sounds (lejtemsd end of words sounds. For

example teachers would say something like:

We have been reading about words that start wihldtiers like
sunandsin. Can you pick some words from the passage we have
just readTimba and the beautiful birthat start with the same letter
sand sound the same as what we heaumandsin?
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Learners would pick words such si§ sat see saw, some said from the passage in
the book (Chilora et al. 1994 ctivities with English: A course for primary sch&o
By extension it is likely that pupils who were alite pick and read the worsit
would be able to read the wopit if they saw it for the first time. Likewise pupils
who were able to pick and read the weadd would be able to read words such as
paid, maid andlaid. Pupils used analogy to sound out unknown wor@seRrchers
agree that analogy, a form of phonics that utiligeslling patterns, has proven to be
an equally effective phonics approach (Presslep2B@Kay 2003; White 2005).

4.4.2 Phonemic awareness instruction

Teachers provided activities that helped learnersldvelop phonemic awareness.
Instruction in phonemic awareness focused on rhgmwords such abin, fin, kin,

pin, sin; analogies such able cable fable gable stableandtable Instruction also
included phoneme isolation of the initial sound (@& that begin with the same
sound) sat sit sin soap; hat, hit, hot; phoneme isolation of the medial sound such as
book, cook, hook look, took; sit, pig, pin, fit, lip. Teachers used the same activities to
point out common spelling patterns and asked pupilthink of other words that
follow the pattern. It is said that giving learnergperience in rhyming words is an

effective way of building phonemic awareness.

Teaching strategies for phonemic awareness includdthg pupils to identify a
particular sound (alphabet letter) in a word; agkpupils to recognize the same
sound (letter) in other words; asking pupils to ipalate sounds (letters) for
example through substitution, addition and deletbother sounds (letters) to create

new words.

4.4.3 Fluency instruction

Teachers read passages aloud to pupils a few tiltiesy provided learners with
opportunities to listen to them as the teacherd pssages from the text and the
learners followed along. Teachers gave pupils rtepeaxposure and practice in
reading in order to help learners develop the tgti identify words that the learners
saw in their books. The idea behind this was fgilguo understand the passage well

through interaction between the teacher and pagilthe teacher read the story. The
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other objective for the teacher to read the sttwychwas for the learners to hear the
sounds and the pronunciations of words in the wfter reading the text to pupils,
pupils could read it together with the teacher eah practice reading the text aloud
to others in the class. Research findings suggestrépeated practice with familiar
text at a learners’ independent reading level agorove fluency and in turn improve

comprehension (Samuels 2002).

4.4.4 Vocabulary instruction

In the study Malawian learners learnt vocabularystiyathrough explicit instruction
and through listening, participating and interagtim the classroom. Pupils learnt the
meaning of words through the use of phonics, caeabjects, pictures, movements,
and experiential activities. Pupils learnt the niegs of words through various
means such as teachers’ explicit explanation, @ass discussion and pupils’

practice in word analysis.

Pupils in the sample schools needed as much asbjgoshrect instruction of
vocabulary. This is because the school was themale pupils could listen to, learn

and practice use of new vocabulary. At home altotifferent language was used.

Vocabulary was taught and extended through oraviaes before reading a text.
First of all teachers would pronounce the new wamd ask learners to repeat after
them. Teachers introduced new words in a famiti@aningful context. They also
provided opportunities for learners to demonsttagemeaning of the vocabulary by
asking learners to use the words in sentences.inddst vocabulary was taught
through phonics activities, especially in instaneb®re learners were asked to come
up with words with similar initial or middle soundAt other times teachers used
realia, pictures or drawings to teach new concepte show what the words meant.
Writing was used to teach and extend word idefatiiioa skills.

In teaching vocabulary teachers used a number aintgues and contexts for
teaching recognition of new wordsch as

a) using the letters of the alphabet (phonicspi@mple: “Find other words from
the passage that start with the sowhd /

b) identifying words within words they already knewch aseverywherewhich
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has eve every where here and he Identifying words within words was quite
popular among teachers in the experimental grodgntification of words within
words appeared in the lesson plans of all the exadh the experimental group.

C) using word root, prefixes and suffixes alg./ own

urv intered/ ing ; re/ sell; protect ion; re/ pay ment; difficult/y;

hit/ hits / hitter/ hitting; sub' com mi /tee

Teachers used techniques for teaching meaningsvofvords such as showing a real
object (realia). Use of real objects in teachingamegs of new words was likely to
be effective because objects consisted of theurabtharacteristics. It was easy for
learners to understand the meaning of the new Wweoaduse there was a direct link
between the meaning and the object. Other techsitpaehers used were

a) showing a picture/drawing or a model.

It is not possible to always use real objects & ¢tassroom because of a number of
reasons. For example some realia are dangeroueedrih one place or cumbersome
to carry to the classroom. In such instances ai@cor drawing or a model could be
used. In some classrooms the meanings of new vaurcts afishermanandcanoe
were taught using a clay model and a baobab fineil sespectively.

b) using the new word in sentences that reveataning of the new word.
Examples: All creatures were createddnd.

Human beings were created Gypdtoo.

Godcreated the world for people to live in.

Many people go to church to pray®dtheir creator.

C) defining or explaining the new word.

Examples: Who is ishermar? How does &ishermancatch fish?

A fishermanis a person who catches fish.

A fishermanuses a net to catch fish.

A fishermancan also use a hook to catch fish.

d) demonstrating the new word wherever fmsshrough miming and acting.
Miming or acting out, followed by, for example semtes for practice by learners,
can be an effective way of teaching meanings of wewds. In one of the classrooms
it was demonstrated that the warahoecan be taught through miming. For instance
a teacher mimed paddling a canoe with a stick.notteer class a teacher mimed

being afraid using a snake model.
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e) using the context in which the new wordssd.

The words with which the new word is used makedtwetext of the new word. In
order to demonstrate teaching of new words usiegctintext an example from Unit
20 : Abudala and his fathewere used. The new word wasor.

A long time ago there lived a man and his son. Tieye very
poor... Abudala and his father had a very small netaaadry small
canoe. They did not catch many fish. Everyone ladgat them.
Abudala’s father was very sad. But Abudala told faiher to be
happy. He told him that it was the wish of God titegty werepoor.
Abudala and his father prayed to God for help (@hilet al. 1994:
113).

The meaning of the worgdoor in this context is lacking or without many things.
Another clue is thgboor people are not happy.

f)  expanding knowledge of multiple word meaysn

Pupils learned that one word may mean several $hdegpending on how the word is
used. At times change of meaning comes as a m@sciiange in pronunciation. Here

are some examples used to illustrate the point:

Change of meaning according to change of pronunaoiat
My father killed a lion with @owand an arrow.

Chimwemwe made bowas he received his prize.

Few plants grow in desert
A number of boysleset manual work.

Thewindis blowing from the east.

Please teach me howwodnd this clock.

g) Other sample activities for teaching vocabukelected from the learners’ book
for standard four that were used during the intetioe@ were as follows:

word matching using cards and strings,

word matching using a master card and smaller cards

word recognition by playing the Bingo game. In tlgame players (learners)
identified words from a master card that the teachéled out and covered the words

identified with smaller cards. The winner was thee avho correctly covered all the
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words that had been called out as quickly as plessit the end of the game the
winner shouted Bingo to announce his or her victdhe game was played in groups

instead of by individual learners.

4.4.5 Comprehension instruction

Teachers in this study helped pupils increase ttminprehension by using several
strategies. They explicitly explained and demomstr@omprehension strategies such
as asking and answering questions, summarizingnaaldng predictions. Teachers
started by explaining the purpose and charactesistif a strategy. Then they
demonstrated how the strategy could be used whext @ read. Then they allowed
pupils to practice using the strategy while theclheas themselves gave support and
feedback. In their instruction teachers providestigading, reading and post-reading

activities to help learners comprehend the text.

Teachers built their pupils’ background knowledgetigh pre-reading activities that
is, through discussing illustrations and titles #meh predicting what the story would
be about. Making predictions allowed pupils to ¢hand reflect on their predictions
while reading a text and even after. Class disonssbn the predictions provided
opportunities for pupils to understand the purpoteeading. Teachers explained
new concepts to pupils prior to reading the text also provided pre-questions about
the text. This created a reason for pupils to teahuse pupils read the text in order
to look for answers to the pre-questions. In tume guestions helped learners
understand the main ideas in the text. Pupils waught the ability to differentiate
main ideas from minor ones. In the end the aim vaaspupils to be able to
summarise. To achieve this aim they had to be tabdgnthesise the information and
notice the main ideas. The teacher initiated thecgss by means of the pre-

guestions.

4.5 How to implement the balanced literacy approachin the Malawian
classrooms

It was observed that it was crucial to train thechkers who were to implement the
balanced literacy approach. It is through trainithgit teachers understood the
instructional approach, how to follow the lessondedcand at the same time use the

prescribed text book. Using the model, teachersweapected to create interesting

160



learning situations that were child-centred.

The book (Chilora et al. 1994ctivities with English: A course for primary sch®o
has a number of activities that include: readiragsages and comprehension
guestions; word formation, completing dialogue, z0@g, opposites, comparing
actions, sentence completion, sentence structamts pf speech, writing exercises,
poems, riddles, spelling, matching, letters, wgtigap filling, tenses, comparatives,
and punctuation. It is only during reading thatcteaas had to coordinate their lesson
to include the balanced literacy approach. Theehtat teaching reading would be

as follows:

4.5.1 Introduction
In the introduction the teacher could ask some tipuesto find out what pupils knew
about the topic. The teacher could ask some quessdbout the title and illustration

to get pupils to predict the possible content efstory.

4.5.2 Presentation

In the presentation the teacher drew upon pupiisr fxnowledge about the passage
that was to be read. He or she asked some questimmg the illustrations and the
titles of the text. This was followed by teaches&iag the learners to predict what
the story would be. Next the teacher pre-taughtesarards or concepts that would
help the learners to understand the story. Howetierfeacher did not have to pre-
teach new words every time. The teacher coulddegdtiat pupils should use context
clues that is, using information in the story, toegs the meanings of certain
unknown words or ideas in the story. If new wondsnpered pupils’ understanding
of the passage then the teacher could pre-teaske iheorder to make it easier for

pupils to understand the story.

4.5.3 Practice stage

The teacher wrote some pre-questions on the bd&uwthe pupils read the pre-
qguestions aloud. The teacher read the story oragasaloud while pupils followed
along and listened to the phrasing, and expresstmatsa good reader uses. Pupils
read the passage silently, guided by the pre-auresti The questions focused on the

main points of the story. As pupils read silerttigy looked for the answers. The
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guestions written on the board provided a purposedading. After silently reading
the passage pupils answered more comprehensiotiaqsesvhich would necessitate
pupils’ re-reading of some parts of the story idesrto check their understanding of

the passage.

4.5.4 Production stage

Pupils were asked to practice what they had le@ctivities that were included in

this production stage were:

* summarising the text through retelling the story,

* role playing,

» formulating a series of questions on a story inugeoin order to ask another
group,

* looking for answers to questions that require rapideading of the story,

* reading games,

* writing answers to comprehension questions basdteostory,

* manipulating letters and words, and

* building vocabulary through writing sentences usoge new words.

4.6 Extent of teachers’ use of the balanced literga@approach

Classroom observation revealed that initially tesshn the experimental group had
problems to follow the activities in the teachemglide and at the same time
combining this with the balanced literacy approadgthin one lesson. Teacher 4
revealed: “I find it difficult to follow the activies given in the Teachers’ Guide and

at the same time include the balanced literacycagr in a lesson”.

Although the researchers felt that the problem wmeaslved during the researchers’
visits to the school, through the mid interventimaining, and through classroom
observation, the possibility remained that the heaamight not have understood
exactly what he was supposed to do. Although wass observation results
suggested that generally teachers in the experahgnbup performed more of the
treatment behaviours on all scoring definitionsntltid the teachers in the control
group, nevertheless, pupils’ results suggest tathers in the experimental group

implemented the balanced literacy approach witgiagrintensity.
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Some schools did better than others in the postTese results show that one school
did better than others in phonics, another schoghonemic awareness and other
schools in fluency, vocabulary and comprehensiorofparison of the difference
between pre-post mean in the five core elementsngneaperimental group shows
one school having the highest pre-post mean intudaay, another school being
highest in phonemic awareness, and other schowladhéhe highest pre-post mean

in comprehension, fluency and vocabulary.

One school was consistently at the bottom of al sshools in the experimental
group. The pre-post means of the school that hatlehd00 percent increase in
pupils’ enrolment numbers was consistently belog dther schools’ pre-post means
in vocabulary, fluency, comprehension and phoneamiareness (see Appendix 12).
However, several other factors besides pupils’@ase in enrolment numbers could
have affected the pre-post mean scores for theokdRor instance, one other school
in the experimental group with more pupils enrol(@80 pupils) performed better
than the mentioned school. On the other hand, $ohbools in the control group had
less than 100 pupils enrolled (see Table 2) buir fperformance was below the

mentioned school.

4.7 Possible problem areas in implementing the balaed literacy approach

For the Malawian pupils learning English as a sddanguage, understanding of the
relationship between letters of the alphabet aed #ounds was critical if they were
to learn to read easily. Research evidence hasalexidghat teaching children to
manipulate the sounds in language helps them tm learead. This is so under
various teaching conditions and with a variety edrhers across a range of grades
and age levels (August and Shanahan 2006). Résdiadings confirmed that
teaching learners how to use sound-letter relatipssto decode words led to
improved early reading achievement (NRP 2000).

Learners needed to detect, isolate component spuadsgnise, manipulate and
substitute the sounds that make up words. Mogshefsounds were new to the
pupils. Pupils were not likely to have heard or ko the sounds before as
meaningful units of speech. Malawian teachersdle@do teach the relationship

between the alphabet letters and their sounds.
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Teachers in the study used the alphabet lettelemrdahan their sounds to teach
phonics because they themselves were not cleait #@sound-letter relationships
in English. The teachers’ and learners’ languagekdraund is very different from
the English language. For example, Chichewa hasviowel lettersq, e, i, 0, )ijust
like all other Bantu languages. Each vowel has eoend. When a vowel is
combined with a consonant it forms a syllable. Toenbination of vowels with
consonants is done in a regular manner. A comlonatf syllables forms words in a
regular manner as well. In other words Malawianosdclanguage learners come
from a language background where sound-letterioalstips are more constant and
there are no irregularities. The contrast in tbansl-letter relationships between
Chichewa and English is bound to have affectedunsbn in phonics. Nevertheless
in order to help the learners develop phonologsldlls, teachers in the study
directed pupils’ attention to a number of activsteuch as rhymes, alliterations and
teaching the pupils unfamiliar words by analogykimown words. For example
teachers taught pupils to read the wpthchby analogy to a known word such as
lunch Teachers pointed out the common spelling pattanis asked pupils to give
other words that followed the same pattern for eammame fame game name

sameandtame

The National Reading Panel (NRP) (2000) also pauatghat segmenting words into
phonemes and blending phonemes into words corgritmatre to pupils’ learning to
read and spell than any of the other phonologiidissSegmenting is breaking apart
whole words into component sounds. Blending islitity of putting together two
or more discrete sounds into a complete whole. tlik®mMalawian teachers to teach
blending and segmentation the teachers themsebaed to understand the system
of speech sounds that make up English. This wasggeclmllenge since all the
teachers were not familiar with the sounds of tiphabet letters although they were
able to read passages in English. In an interview teacher actually confessed that
she had problems in pronouncing some words fronptescribed text book. Teacher
1 confessed:

| had problems when reading aloud to learners.d ma able to
pronounce some words correctly. | felt guilty whiemarners
blindly followed my reading.

Linan-Thompson and Vaughn (2007) acknowledge tlnt orthography of a
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language has a role to play in the reading of k@rnThe authors point out that when
the relationship between letters and sounds inngulage is consistent (has few
exceptions and few relationships) pupils do notehewuch difficulty in learning to
read in that language. However, if a language hasynmconsistencies such as the
English language, learners get puzzled in leartongead the language. The English
language has fourteen consonants whose sounddoaedycrelated to their names,
namelyb, d, f, |, k, I, m, n, p, s, t, v, andz (Fondrk and Frasca 2001). It is possible
to hear and teach these consonants. Then thesewaa consonants; g, h, g, r, w,
andy whose sounds we do not hear in the letter naniégd).(iln such instances
learners need to learn the sounds of the lettedsramember which letters have
consistent relationships, which ones do not hawevahen to apply the rules that
govern them. This can be quite confusing for thdawan learner. It was difficult
for teachers in the experimental group to teachmbra the relationship between the
letters of the alphabet and their sounds and hoapfy this knowledge to reading

and spellings.

However, for the large proportion of Malawian Esglilanguage learners who were
learning to read in an inconsistent orthographg Iknglish, teachers’ instruction
used analogy-based phonics. Teachers taught amskisaised analogy to sound out
unknown words. The grid in the first classroom obagon lesson is a case in point
(see Appendix 11). Once learners learnt to pronedne wordfoundthey could use
this knowledge to sound out other words suchbasnd ground hound mound
pound round and sound Linan-Thompson and Vaughn (2007) acknowledge tha
using analogy-based phonics provides learners aiitrategy for reading a larger

number of words as learners build their Englishadadary and oral language skills.

Some explanations can be given for the problemdadwian teachers and learners
in teaching and learning the English sound symeélaitionship besides those already
discussed above. In English there is a differeretevéen the pronunciation of the
alphabet letters in isolation and the sounds reptes by the same letters in a word.
Some letters correspond to more than one sound (iMic@ss 2004). English has an
opaque writing system (McGuinness 2004). For exantpé letterc is pronounced
differently in the wordgould; cite; speial; andnecessity In addition there are also

multiple spellings of the same sound such as it bed bit. Multiple spelling

165



problems are compounded by the fact that thereaarember of exceptions to the
spelling rules in English. In contrast Chichewa hansparent alphabet codes. Each
letter corresponds with one specific sound. Litgrac Chichewa is taught through
the syllabic method where consonants are combin#dawowel to form a syllable

and a combination of syllables forms words.

A second possible reason for this is that teachene not well trained to teach
learners the English alphabet letter sounds. Dutearhers’ in service training
teachers were not fully taught English phonemegduhe three months residential
course. They had to read about this from their smunaterial. The result was that
teachers could not teach sounds of the letters etanfly. The six-day training
provided by the researcher was not enough eitheover the teaching of the sounds
of 44 phonemes in English. Teachers were nottabheaster the distinctions among
the various sounds of the alphabet letters. Thexe vadéso not able to shape their
mouths and tongues to produce the unfamiliar soohdlse alphabet letters. In such
a case teachers could not teach the sounds céttees| competently. So teachers and
learners were not able to match the letters ofatpbabet (that they already knew)

with their sounds which they did not know.

Thirdly, even though during in-service trainingt¢gers might have been taught how
to teach reading using phonics and the whole wgaraach, the sounds of the
alphabet letters (phonetic symbols) are not usedti tie learners in all primary
schools in Malawi. An examination of the Teachedglide of the prescribed text
book (Chilora et al. 1994Activities with English: A course for primary sch®dor
standard four reveals that the guide is silent lmn teaching of the sounds of the
alphabet letters. Even if the sounds of lettersevierbe used with learners, primary
schools have no access to tape recorders and teassdtich teachers could have
used to practice auditory activities. In the absen€ audio equipment and tape
recorders in schools, teachers did not have anyelmadn listen to and emulate.
McGuinness (2004) says when children are taugtertetather than phonemes they
have problems in understanding where the extradsaome from, so that is likely
to be why Malawian children had problems in untirding the sounds of the

alphabet letters.
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Other major obstacles encountered in the study Veege classes, absenteeism, the
difference between the language spoken at homehenhnguage spoken at school
and shortage of teaching and learning materials.iipacts of these other obstacles
are briefly explained below.

Large classes were an obstacle to the effectivehieg of reading in the sample
schools. Some of the key findings by the Nationehding Panel are that phonemic
awareness instruction helps especially when tamgtrall groups of 5 to 7 pupils. It
was practically impossible for teachers in the gtid teach using small group
instruction, especially faced with the problem p&dequate teaching and learning
resources as described in Chapter 1. In additiassek had large numbers of pupils
taught by one teacher.

Absenteeism of pupils affected the progress ofttiegc Chapter 3 indicated that one
of the experimental schools had the highest rat@beénteeism amongst the sample
schools. The affected teacher had to decide eithkeep on repeating lessons that
some learners had missed or to proceed in hisegsite presentation of reading
skills and not take on board learners that wereaulegly absent. Unfortunately,
having noticed that some learners were absent gulae bases for a number of
weeks, he decided to make progress with the mgjofitthe learners that were

present.

Research elsewhere has shown that continuity batiitsracy developments in

school and at home is an issue that helps in puglselopment of literacy skills at

school. Most of this research on literacy developimeas been carried out with
children from print-rich homes, where parent-chilteractions provide experiences
similar to that of the classroom. Through paremsolvement in their children’s

literacy development at school the children areoareged, motivated and given
support by the parents. In such an environmentidil learn to read even before
they start to go to school. In this study the sdenaas the opposite of the ideal
situation. There was no continuity between literaeyelopment in school and at
home. Learners learnt to read at school only. Mifsthe parents were peasant
farmers who could not afford to buy books for theiildren to read at home. Most of

them were not in a position to help their childtenread even if the books were
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available.

The biggest challenge was the acute shortage ddsbad other reading and writing
materials in the sample schools. The shortageawhiag and learning materials has
already been discussed in the preceding chaptevettsr it is necessary to mention
here that lack of reading materials made it diffito create an effective teaching and
learning environment. Schools did not have enowgt-liooks to go round. As a
result learners worked in groups in order to shereook. The groups that were
formed were big about eleven pupils to a book. Hgarcity of books was
problematic since learners learn to read througiding and it was practically
difficult for learners in the study to learn to dethrough sharing one book. Some
learners were not able to write class exerciseausecof lack of writing materials
such as ball pens or exercise books. Related sowths lack of storage facilities in
schools. In the absence of storage facilities oneldvhave thought that teachers
could still use classrooms to hang some charts plgpils to read. However
classrooms were not secure either since they hddakable doors. In addition, in
order for pupils to be exposed to different gensebools should have had a variety
of reading materials such as newspaper articlegamiaes, book maps, song lyrics

and street signs.

4.8 Discussion of collected data

Classroom observation revealed that there was @aqrof skill instruction and
whole language in the experimental group. Elemeftboth whole language and
skill-instruction were present in lessons. Pupikrevtaught word recognition skills
and comprehension strategies using a number ofitpofs. Just to give an example,
teachers taught learners to attend to a numbeueas such as letter and sound clues
(as they taught rhymes and analogies), picturessanthntic context (as they taught
vocabulary and predictions using illustrations &tids of the stories) and syntactical
cues (as they taught learners comprehension sgategch as questions and answers,
predictions and summarising). Teachers gave thianbad instruction without
necessarily giving priority to either the whole wapproach or skill-based approach.
However, theoretically, assessment of each indalidiearner's progress was
supposed to be part and parcel of the teachingepsodt was difficult for teachers to

be able to do this effectively given the high puigécher ratio that was there in
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schools.

4.8.1 The teachers’ perspective

Teachers in the experimental group provided instvadhat is supported by reading
research such as teaching essential skills andegiea, providing explicit and
systematic instruction with a lot of practice arrdiding opportunities to pupils to
apply the skills and strategies. Teachers taugptlwords with various meanings
and also taught word analysis skills that includedts and affixes. However,
teachers in the study were not able to provideittsgsuction wholesale as described
in the ideal version of the balanced literacy applobased on research (Denton no
date). Some adaptations were made because of tis¢raiats of actual conditions.
Theoretically teachers were expected to providéemhhtiated instruction that was
based on the results of their assessment of pugmild, accordingly adapt their
instruction to meet the individual needs of theifguenton no date). But teachers
were not able to provide instruction that met theividual needs of the learners in
every lesson, because of the high pupil teacher. rAt number of classrooms had

more than 100 pupils taught by one teacher.

4.8.2 Building on prior knowledge

Teachers started teaching by activating prior kedgé in their pupils. They gave
instruction that started from what pupils alreadhyew and built on the knowledge
that pupils had. This concept of starting from kinewn is not peculiar to Malawian
classrooms. It is an educational principle that Ibesn emphasised by a number of
people since education began (see Dewey 1938:74).

Reed and Railsback (2003) say that all studentmgrdéess of their proficiency in
English, come to school with a valuable backgroohexperience and knowledge on
which teachers can capitalise. Malawian childresp atome to school with some
background knowledge that teachers can build omyTdome to school knowing
something about birds, animals, human beings andnaber of other things. For
English teaching the major difference would be thatstandard four pupils display
or express this knowledge through a local language English. The role that prior
knowledge plays in the classroom today is still amant, especially for teachers

teaching second language learners like Malawiaklilrem. Stoicovy (2004) says that
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what learners already know about the events, ideasbjects described in a text,
influences the meaning they construct from the.tEktdings in the present study
bear out Stoicovy’s observation. For example, @ lsson on birds provided by a
teacher in the experimental group where the teadiseussed the characteristics of
birds using realia, the teacher was able to conwhat learners already knew about
birds with what learners where about to read frowm text. He started from what
pupils already knew and linked this with what leamwere about to read, the text.
Learners were therefore, able to answer some cdmapsen questions better than
pupils in the control group who read the same pmgssahe teacher in the control

group did not activate learners’ background knogéed

In normal circumstances teachers teach comprehessiategies one strategy at a
time utilising a text that lends itself to a panter strategy explicitly. In the case of
this study only one text was used. The standardtiu book, (Chilora et al. 1994)
Activities with EnglishA course for primarychoolsdid not fully accommodate the
many reading strategies that are available. Ierofor teachers to help learners to
read at different levels they needed to let pupiigctice reading text at different
reading levels. In the absence of supplementargnadg in schools, teachers were
not able to provide pupils with diverse texts thasented a wide range of topics at a
variety of reading levels. With a great scarcitynefvspapers, magazines, directories
or dictionaries, it was also difficult to preserdrious types of text structures to

learners.

4.8.3 The learners’ perspective

Before the intervention, pupils’ levels of readisgills were very low in both
experimental and control schools (see pre-testlteesuin the pages that follow).
Learners’ skills in phonics, phonemic awarenessabalary, and fluency were very
low. They were not able to recognise words (or degoTheir control of the English
language structure was very limited. As a resulpilsudid not understand the
passages they read and so did poorly in answeamgprehension questions. Pupils
did not read English well enough to be able to wvstdad it and study other subjects
in English. At the conclusion of the interventievhich was also the end of the year,
pupils’ reading abilities in the control group didt improve that much despite them

having repeated reading aloud after the teadreseveral occasions throughout the
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academic year. Their reading abilities in Englisérevstill too low for them to be
able to cope with their English text book. For thajority of the learners in the
control group the task of learning to read in Esfglwithout a grasp of the English
language was so difficult that it impacted on tHkiency and their gaining meaning
from accurately decoding text. Some learners réwdpassages as if they were

written in Chichewa.

The experimental group started on a similar bagis the control group. They too
performed poorly in the pre-test. However, theyw$joimproved as they learned
from teachers trained in the use of the balandedally approach. They learnt to
identify words by decoding words using word fansjigpre-fixes, and suffixes;
through knowing the meanings of the words thataurd an unfamiliar word. They
also learnt to read through use of realia and pstun learning various things pupils
were given opportunities to share their literacpesiences with the whole class and
the teacher. Teachers gave learners rhymingitaesivanalogies and words that
begin and end alike. Such learning of word farsib&d rhymes helped pupils to see
patterns in words and allowed them to add to the@rding vocabulary. Learners
heard rhymes and analogies from teachers. Listeiingymes and analogies from
teachers provided pupils with the auditory expergsnthey needed to pronounce and
read English. Pupils on their part produced rhyrmed analogies for given words
which compelled them to focus on the sounds indide words. Classroom

observation showed that learners enjoyed workinghgmes and analogies.

Learners were given explicit instruction in wordabysis skills such as word roots,
and the meanings of common prefixes and suffixde Tlise of word roots and
learning the meanings of common prefixes and sedfixelped learners to understand
many unfamiliar words. Pupils were given opportesitfor repeated exposure to
new words in a number of contexts. In learningriltyepupils practiced phrased oral
reading and were given support by the teacher. |$ypacticed fluency through

repeated oral readings.
4.9 The impact of the balanced literacy approach

Table 7 below indicates a lower mean achievemeoresa the pre-tests for both the

control and the experimental groups before thervetgion. However, the figures in

171



the same Table 7 show that after 16 weeks of iatgiwn the mean for the
experimental group increased in all the core acégshonics, phonemic awareness,
fluency, vocabulary and comprehension. The risth@fmean indicates that in the 16
weeks of the intervention, the experimental groupwsed a large gain in
achievement. Although the control group also gaitleel gains do not match those of
the experimental group. These findings therefoggest that the use of the balanced
literacy approach was effective for teaching liegrakills in English to standard four
pupils in the Malawian context. The results weraststent with the general findings

from other research indicating the benefits of gdhre core elements.

4.10 The research results

At the inception of this study a hypothesis was endthe hypothesis was: If the use
of the balanced literacy approach as an instrudtiothe teaching of reading and
writing in English produces better pupil achieveiniran the use of other existing
instructional approaches, then standard four pupildalawi taught through this
approach would show a marked improvement in thegairanent of reading and
writing in the post-tests. Data addressing thisatlypsis was procured based on the
five constructions: phonics, phonemic awarenessienty, vocabulary and

comprehension. The findings are presented andsisd below:

4.10.1 Pre-test and post-test scores

Pupils in both the experimental and control groupderwent a pre-test measurement
consisting of literacy skills in phonics, phoneraiwareness, fluency, vocabulary and
comprehension in English before the interventicabl& 7 below presents the pre-test
mean scores for the pupils in the five core elesigptionics, phonemic awareness,

fluency, vocabulary and comprehension.
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Table 7: Pre-test mean scores for pupilsin different skill areas by design

Skill area Experimental Control

N Mean SD N Mean | SD
Phonemic awareness 451 1.71 2.07 338 1.34 1.95
Vocabulary 451 | 5.58 2.26 338 5.36 2.72
Comprehension 451 0.91 1.46 338 0.65 1.29
Phonics 120 | 4.83 2.00 119 4.58 2.26
Words read/minute 119| 26.11 21.40 | 120 11.36 | 14.09

Key N = number; SD = standard deviation

Table 7 above indicates that standard four pupilstie experimental group

performed better in the pre-test in all the fiveecareas than their counterparts in the

control group, with the widest margin in words rgest minute. A T-test was used to

detect differences in mean scores on differentl skitas (phonics, phonemic

awareness, fluency, vocabulary and comprehensietden the experimental group

and the control group. Table 8 below presentdititengs:
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Table 8: T-test of the pre-test scores

95% Confidence
Mean Std. Error| Interval of the
t df Sig. (2-tailed)| Difference | Difference | Difference
Lower Upper
Phonemic awarenes
2.544 787 011 .370 .145 .085 .656
pre-test score
Vocabulary pre-tes
1.207 645.465 | .228 .220 .182 -.138 .578
score
Comprehension pre
2.622 764.956 | .009 .257 .098 .065 .450
test score
Phonics pre-test scor|  gg7 237 376 245 276 -.299 790
Words per
minute/fluency pre{ 6.287 203.915 | .000 14.751 2.346 10.125 19.377
test score

Key. df= degree of freedom; F= Fisher test; Sigigri#ficant;

Although learners in the experimental group perfdnbetter than those in the

control group, as shown in Table 7, no statistycaigjnificant differences were found

between the groups in vocabulary 1.21 (645) p<.05and phonicst = .89 (237)

p<.05) as shown in Table 8 above.

The two groups also underwent a post-test measmteownsisting of the same

literacy skill

areas (phonics, phonemic awarenefigency, vocabulary and

comprehension). Table 9 below presents the postrtean scores for the learners in

different skill areas by design.
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Table 9: Post-test mean scoresfor the learnersin different skill areas by design

Skill Experimental Control

N Mean SD N Mean SD
Phonemic awareness 537 3.83 2.16 299 1.86 1.83
Vocabulary 537 6.46 2.49 299 4.52 2.74
Comprehension 536 2.82 2.19 300 1.12 1.41
Phonics 120 7.00 2.44 120 5.05 2.31
Words read/min 120 49.33 30.74 119 21.45 22.80

Table 9 above indicates that standard four learmershe experimental group
performed better in all the skill areas than treunterparts in the control group,

with the widest margin in words read per minute.

Tables 10 to 15 below present one-way analysi®weaigance that was conducted to
measure the effectiveness of the balanced litesppyoach on pupils’ literacy levels.
Analysis of covariance was also conducted in otdeemove part of the variance in
the post-test scores (portion that was systembtiaasociated with pre-test variance)
that was not due to the treatment. Preliminary kb@eere conducted to ensure that

there was no violation of the testing assumptions.

Table 10: One-way analysis of covariance on phonemic awareness

Type i Partial

Sum of Mean Eta Noncent. Observed
Source Squares df Square F Sig. | Squared | Parameter Power(a)
Corrected Mode| 745.092(b) | 2 372.546 | 93.844 .000 | .231 187.688 1.000
Intercept 2750.185 1 2750.185| 692.768 | .000 | .526 692.768 1.000
P A PRE- 73.947 1 73.947 18.627 .000 | .029 18.627 991
Des 631.344 1 631.344 | 159.035 | .000 | .203 159.035 1.000
Error 2481.156 625 | 3.970
Total 9866.000 628
Corrected Total | 3226.248 627

There was a significant difference between the rzad literacy approach and
traditional approach on pupils’ post-test scorespbonemic awarenes(1,625)
=159.04, p=.000, eta squared =.2There was a weak relationship between the pre-
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test and post-test scores on phonemic awareness &a squared value of .03.

Table 11: One-way analysis of covariance on vocabulary

Type 1] Partial

Sum of Mean Eta Noncent. Observed
Source Squares df Square F Sig. | Squared Parameter | Power(a)
Corrected

1584.033 2 792.017 | 170.417 .000 | .353 340.834 1.000
Model
Intercept 976.406 1 976.406 | 210.092 .000 | .252 210.092 1.000
VOCPRE 868.512 1 868.512 | 186.877 .000 | .230 186.877 1.000
Des 644.517 1 644.517 | 138.680 | .000 | .182 138.680 1.000
Error 2904.698 625 | 4.648
Total 27253.000 | 628
Corrected

4488.731 627
Total

There was significant difference between the badnditeracy approach and

traditional approach on learners’ post-test scoresyocabularyfF(1,625) =138.68,

p=.000, eta squared =.18There was a weak relationship between the preaiest

post-test scores on vocabulary by an eta squatad v&.23.

Table 12: One-way analysis of covariance on comprehension

Partial

Type Il Sum Mean Eta Noncent. Observed
Source of Squares | df Square F Sig. | Squared Parameter | Power(a)
Corrected Model| 802.336(b) | 2 401.168 | 121.082 | .000 | .279 242.164 1.000
Intercept 1365.853 1 1365.853| 412.248 | .000 | .397 412.248 1.000
COMPPRE 295.647 1 295.647 | 89.233 .000 | .125 89.233 1.000
Des 444.199 1 444,199 | 134.070 .000 | .177 134.070 1.000
Error 2070.741 625 | 3.313
Total 6314.000 628
Corrected Total | 2873.076 627

There was a significant difference between the rzad literacy approach and

traditional approach on pupils’ post-test scores@mprehensign~(1,625) =134.07,
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p=.000, eta squared =.18There was a weak relationship between the preaisst

post-test scores on comprehension by an eta squalugsiof .13.

Table 13: One-way analysis of covariance on phonics

Partial

Type Il Sum Mean Eta Noncent. Observed
Source of Squares | df Square | F Sig. | Squared Parameter | Power(a)
Corrected Model| 476.992(b) 2 238.496| 51.354 | .000 | .305 102.708 1.000
Intercept 574.833 1 574.833| 123.775| .000 | .346 123.775 1.000
PHPRE 250.049 1 250.049| 53.841 | .000 | .187 53.841 1.000
Des 198.989 1 198.989| 42.847 | .000 | .155 42.847 1.000
Error 1086.737 234 | 4.644
Total 10192.000 | 237
Corrected Total | 1563.730 236
There was a significant difference between the rizad literacy approach and
traditional approach on learners’ post-test scavasphonics,F(1,234) =42.85,
p=.000, eta squared =.16Ihere was a weak relationship between the preatast
post-test scores on phonics by an eta squared gal@8.
Table 14: One-way analysis of covariance on reading fluency

Partial Observe
Type Il Sum of Mean Eta Noncent. | d

Source Squares df Square F Sig. | Squared Parameter; Power(a)
Corrected
Model 148977.687(b) | 2 74488.844 | 266.920| .000 | .696 533.840 | 1.000
Intercept 20320.233 1 20320.233 | 72.815 | .000 | .238 72.815 1.000
FLUPRE 105555.317 1 105555.317| 378.242| .000 | .619 378.242 | 1.000
Design 4785.806 1 4785.806 17.149 | .000 | .069 17.149 .985
Error 65022.889 233 | 279.068
Total 510710.000 236
Corrected
Total 214000.576 235
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There was a significant difference between the rizad literacy approach and
traditional approach on pupils’ post-test scoreseating fluencyF(1,233) =17.15,
p=.000, eta squared =.07There was a weak relationship between the preatest
post-test scores on reading fluency by an eta squalue of .62.

A t-test was also used to detect differences intggseand post-test mean scores on
different skill areas (phonics, phonemic awarenefdgency, vocabulary and
comprehension) within the experimental group. &dld below presents the findings

from the t-tests.
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Table 15: T-test on pre-test and post-test mean scores on different skill areas within

the experimental group

Sig. (2-
Paired Differences T df tailed)

95% Confidencs
Interval of the
Mean Std. Dev| SEM | Difference

Lower Upper

Phonemic
awareness pre
test score
) -2.281 | 2.705 .136 -2.549 | -2.013 -16.757 | 394 .000
Phonemic
awareness pos

test score

Vocabulary pre-
test score

-1.203 | 2411 121 | -1.441 | -.964 -9.914 394 .000
Vocabulary

post-test score

Comprehension
pre-test score
] -2.155 | 2.145 108 | -2.367 | -1.942 -19.944 | 393 .000
Comprehension

post-test score

Phonics pre-tes
score - Phonicy -2.175 | 2.513 229 | -2.629 | -1.721 -9.482 119 .000

post-test score

Words per
minute/fluency
pre-test score
-22.798| 18.812 | 1.725| -26.213| -19.383 -13.220 | 118 .000
Words per
minute/fluency

post-test score

Key: SEM = Standard Error of Measurement; Std. B&tandard Deviation

It can be observed from Table 15 above that theseevstatistically significant
increases in all the skill areas (phonics, phoneaiareness, fluency, vocabulary and
comprehension) at a level of significance of O0.F@mr example, there were

statistically significant increases in phonemic eam@&ss scores, t(394) = -16.76,

179



p=.000; phonics scores, t(119) = -9.482, p=.0@nmrehension, t(393) = -19.94,
p=.000; fluency scores, t(118) = -13.220, p=.004j ®ocabulary scores, t(394) = -
9.914, p=.000.

Further analysis revealed eta squared statisti€s4®, 0.43, 0.50, 0.60, and 0.20 in
phonemic awareness, phonics, comprehension, fluendyocabulary respectively.

The figures indicate large effect sizes.

4.11 Discussion of the research results

The purpose of the study was to investigate ifube of the balanced approach would
increase the reading and writing achievement oflpuphe study results confirm the
hypothesis that if the use of the balanced literaggroach as an instruction in the
teaching of reading and writing in English produbetier pupil achievement than the
use of other existing instructional approachesn tsi@andard four pupils in Malawi
taught through this approach would show a markgatenement in their attainment
of reading and writing abilities in the post-tesibe study found out that the use of
phonics, phonemic awareness, fluency, vocabularg a@omprehension was

significantly related to learners’ reading and imgtachievement in English.

The results of the study indicated that there wagmificant differences in the
standard four pupils’ achievement in phonics, plnoice awareness, fluency,
vocabulary and comprehension between the experahand control groups. Pupils
in the treatment group had higher adjusted scdies.treatment and control groups
showed many differences in teachers’ instructiapproaches in teaching reading
that were expected on the basis of the treatmédtitpumyh not all parts of the
balanced approach model were implemented fullyneytteatment group. Teachers
in the treatment group exhibited more of the indtamal approaches in reading that
were associated with pupils’ achievement. Thesguasonal approaches to reading

account for the differences in achievement betwbkeriwo groups.

The results are consistent with other similar weeation studies that provided
instruction in phonics, phonemic awareness, flugnogabulary, or comprehension
(Gerber et al. 2004; Gunn et al. 2000; Kamps eR2@07; Linan-Thompson et al.
2007; Mathes et al. 2007). The major differencéha previous studies used small
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group instruction while as this study used wholasslinstruction with more than
sixty pupils to one teacher. The other differeneahiat previous studies used one,
two, three or four of the five core elements widarhers outside Malawi, in an
environment which was qualitatively different. Thstudy used all the five core
elements with Malawian standard four pupils fromatischools learning in a poverty

stricken environment.

The results indicate that as individual pupils wabée to identify a particular sound

(letter) in a word, were able to recognise the samad in other words, were able to
manipulate sounds through addition and deletiorothier sounds to create new
words, they were developing phonemic awarenessliRgaxperts say awareness of
sounds at word, rhyme, and phoneme levels is ottgeahost important indicators of

success in reading (Stanovich 1996; NRP 2000).

The study has shown that it is possible to prodoeger pupils’ achievement in
reading and writing in English when using the be&hliteracy approach than with
the use of other existing instructional approacimeshe Malawian standard four
classrooms. It is important to note that the gainseading achievement were made
in rural schools. Rural schools are generally xpieeted to do well at all. What the
study has revealed is that the balanced literagyoa@gh, when implemented in

teaching reading and writing, has positive effectdearners.

The results suggest that the highest percentagar@nce that could be attributed to
the intervention was in phonemic awareness (20.3MQwever, the lowest

percentage of variance that could be attributedh&intervention was in fluency
(6.9%). The small contribution to improvement magethe intervention on fluency
could be a result of learners’ not practicing regdivell enough on their own outside
the classroom because of not having enough texksmogo round. It was mentioned
earlier on that findings from research suggestyeated practice with familiar text

at a learners’ independent reading level can impfmency (Samuels 2002).
A possible explanation for the effectiveness oflth&anced literacy approach in this

study was the combination of the five essentialmelets: phonics, phonemic

awareness, fluency, vocabulary and comprehensiotgaiching reading and writing
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in English. Instruction in these five core elementmtributed towards learners’
achievement. In addition, teachers’ classroom megtand their responses to the
guestions on the use of the balanced literacy agpralemonstrated that teachers
understood the approach and what it involved im$eof implementation.

It is important to rule out rival explanations instudy such as this one before a
researcher can make claims that an interventiozafrhent had an effect. A number

of factors can account for rival explanations.

4.11.1 Threats to internal validity

According to Grove (2005) control of variables imesearch study is very important
especially in experimental and quasi-experimeriadiss. Grove says, “The greater
the amount of control the researcher has of thayssituation the more credible the
study findings” (2005:214). There are two majoregatries of threats to experimental
validity. These are threats to internal validitydahreats to external validity. Internal
validity refers to the extent to which we can s#ady that the observed outcome
differences of an intervention are a result of ihiervention itself and not other
outside factors (Mertler and Charles 2011). A stuslynternally valid when the

findings are attributable to the independent véeiadbnd not to outside factors.
External validity refers to the degree to which timedings of the study can be

generalised to groups beyond the study sample.

There are a number of factors that could have didhthe validity of this study such
as subject variability, history, maturation, tegtimnstrumentation and mortality. A
discussion of how threats to internal validity werenimized is presented first

followed by threats to external validity.

a) History

According to Gay and Airasian, (2000) the concéptory refers to possible
unexpected events which may occur between theamekpost-test period that might
affect the dependent variable in a study. In thuslyg both experimental and control
groups were involved in the programme for a penbdixteen weeks and no school
or pupil was involved in the study for an extraipérof time. History therefore did

not affect the results of the study.
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b) Maturation

Maturation according to Gay and Airasian (2000) refers t® thanges that take
place in the sample population, changes such agimgoolder or more experienced
during the study. The age ranges of the samplelatgu were similar both in the
control and experimental groups. Maturation ocetirequally in both groups during

the study. Therefore maturation could not havecadfd the results of the study.

C) Testing

Testing may affect internal validity when changesest scores occur, not because of
an intervention but because of repeated testings iBhmore so when researchers
administer identical pre- and post-tests withirharsperiod. In this study testing did
not affect the results. The pre- and post-testewet identical. Alternative forms of
the same tests were administered, and the typggestions and level of difficulty of
the two tests were equivalent. In addition thees & gap of sixteen weeks between
the writing of the pre-test and post-test. Testhmyefore did not affect the results of
the study.

d) Subject variability

Within the design of the study careful consideratwas given to ensure that the
results were not due to variation in teacher psafgsl training. In order to guard
against threats to internal validity in the form safbject variability, the researcher
ensured that there was no variation with respedhéoprofessional preparation of
teachers serving both experimental and control@sha@ll teachers in the study had
similar academic qualifications: they all had JQkaldications, they were trained
under the MIITEP programme and their teaching @epee was not less than ten
years. The pupils too came from similar backgrouadd they had similar age
ranges. A pre-test, administered before the intdiroe, allowed the researcher to
have some idea of how similar the control group wathe treatment group before
the intervention was introduced. The pre-test tesahowed that there was no
significant difference in pupils’ achievement o fbre-test between pupils in control
group and those in the experimental group. Theeeteacher variability in terms of
professional development could not have influenteel results just as pupils’
background and aptitude did not.
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e) Hawthorne/motivational factors

Hawthorne effect is said to be when participantsaistudy show high levels of
performance as a result of knowing that they anedgostudied (Macefield 2007,

MacMillan and Schumacher 2010). In this study tlaavkhorne effect seems to have
been reduced. Teachers and pupils in both cont@lexperimental groups are on
regular basis observed by PEAs. So observationedaout by the researchers was
not a new thing happening to them and is not likedy have increased the
participants’ desirable behaviour simply becausey tknew they were receiving

special treatment.

4.11.2 Threats to external validity

External validity involves generalisation of thesearch findings from a study to a
wider population. External validity is influenceg b number of things that include
population characteristics. In order for externallidity to exist, the sample

population needs to have similar characteristicthtse of the wider population to
which the research findings will be generalisedthis study the sample population
consisted of standard four pupils learning to raadl write in English in rural schools
in Zomba district. The findings of the study carrdéfore be generalised to other

pupils in Zomba rural schools learning to read amite in English.

One aspect of this study which contributes poditit@ external validity is that it was
conducted in real classrooms using an alreadyiegisurriculum. This means that
the findings of the study can be generalised tcerotchools in Zomba rural.
However, the researcher is cautious not to appdyfiidings to urban schools in

Zomba district.

4.12 Limitations of the study

Teachers’ instructional practice is bound to affeantious aspects of pupils’ learning.
Heneveld (1994) suggests four types of learningcaes, namely academic
achievement, social skills, economic success aftkool and participation in school
through to completion. This study did not considdlr these learning outcomes
although they are valuable educational goals. &usi@tention was given only to

academic achievement in reading and writing.
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In order to determine whether the balanced litemgmyroach could lead to increased
pupils’ achievement in reading and writing, thissearch limited itself to the
acquisition of skills such as phonics, phonemic rawess, fluency, vocabulary and
comprehension. The study did not give much attaentmothe acquisition of creative
reading and writing skills, which are certainly alsnportant goals of education.
According to Ross and Mahlek (1990), many studies tollect data on student
achievement focus on the acquisition of traditiokabwledge and skills (cited in
Johnson et al., 2000). Attainment of more compléxcational objectives is rarely
evaluated (Ross and Mahlek, 1990 cited in Johnsa@h.,e2000). Ross and Mahlek
have argued that complex educational objectiveb asareative reading and writing
skills are difficult to measure. This study too didt examine the acquisition of

creative reading and writing skills for the samasian.

The data in this study were based on a sixteen sveg&rvention. The effects of
using the balanced approach for a longer period fiftaweeks were not examined.
The findings provide the reader with a deeper wstdading of the problems that
both teachers and pupils face in teaching and ilegrmo read in Malawian

classrooms today, and may serve as a basis fdnefuihvestigations. Further
investigations (replications) are required to emeaconfidence in the findings of the

study.

4.13 Contribution of the study to the teaching of @ading and writing in English
Very few true experimental and quasi experimertiadies have been carried out on
explicit instruction combining the five literacy mponents(phonics, phonemic
awarenessfluency, vocabulary and comprehension) with seclamguage learners
(Shanahan and Beck, 2006). In their review of ¢iffecliteracy teaching studies
these authors found more than 400 studies on thee dore elements for native
speakers. However, they found only 17 studies addrg the effects of explicitly
teaching the same five core elements of litenadir minority children.This study
makes a contribution towards literature that adsbesthe effects of explicitly
teaching the five core elements to second langlegmers, specifically standard

four pupils learning English in Malawi.

Although the use of the balanced literacy apprdaa$ been investigated elsewhere,
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there is still a need at international levels fiudges on ways to improve the reading
and writing abilities amongst second language kEr@rnsing experimental and quasi
experimental methodologies. This study addressas calls by investigating the use
of the balanced literacy approach in teaching Bhglo standard four pupils in

Malawi. Unlike similar studies such as Carlo et28l04; Gunn et al. 2000; Muter and
Diethelm 2001; Linan-Thompson and Vaughn 2007 shisly is unique in the sense
that it was carried out in an environment that hayh pupil teacher ratios. Teachers
provided instruction to whole classes despite figa pupil teacher ratio. In addition

teachers provided instruction in a poverty strickamironment.

Malawi has had a persistent problem of pupils reabd able to read and write at
grade level for a number of years now. The studydealt with a possible solution to
the national problem. It contributes towards thenitfication of an intervention that
can help in improving the reading and writing alab of learners in Malawi. The
present research has generated knowledge thatnéamni policy and practice. It
provides policymakers and practitioners with a ptéd means to enhance literacy

development in English in primary schools in Malawi
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Chapter 5

Conclusions and Recommendations

5.1 Conclusion

The goal of this study was to examine whether drteachers’ use of the balanced
literacy approach as an intervention in the ingioumc of reading and writing in
English in the Malawian standard four class roomyld produce better pupils’
achievement than the use of other existing ingonat approaches. The major
question that the study addressed was whether uskeof the balanced literacy
approach as an instructional method in teachinglimgaand writing in English
produces better pupils’ achievement than the usetleér existing instructional
approaches. It was argued that, if it did then Isufaught through this approach
would show a marked improvement in attainment afdmeg and writing skills
among standard four pupils in Malawi in the postgeThe investigation employed a

mixed method design in the implementation of thiartaed literacy approach.

The first chapter described the importance for M&a pupils of being able to read.
The chapter established that ability to read isrttsgor avenue to learning and to
writing examinations. Standard four is a threshdlss for the Malawian pupil. Up
to that level classroom instruction by the teadean a vernacular language. From
standard five onwards all instruction is supposeféd in English. So, being able to

read and write in English by the time a pupil resechtandard five is very important.

The reading literature has suggested that thetyahiliread and write is a cornerstone
for a child’s success in school and after schd®désearch on reading instruction has
demonstrated that the provision of reading instoncthat includes research based
characteristics increases learners’ reading aslitThere is scientific evidence that
shows that teaching children phonics, phonemic emess, fluency, vocabulary and

comprehension skills helps children to read ancetstend what they read. This is so
under a variety of teaching conditions and withaaiety of learners. Vaughn et al.

(2006) studied forty-one grade one English languageners. The researchers used

random assignment and matched control group expatah design. The results
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showed significant differences for the treatmerdugrin phonological awareness,
listening comprehension, word attack, word idecdifion and passage
comprehension. Linan-Thompson and Vaughn (2007jiecaout a study on 81
grades one and two English language learners. Ty sused an experimental
design with random assignment and matched contonipy The results showed that
at the end of grade one the treatment group owtpeed the control group on

phonological awareness, fluency, comprehensiorspetiing.

The design of this study was mixed method resetirah put emphasis on quasi-
experimental methods. As was mentioned earlieryasigexperimental method was
chosen because it provided an opportunity for aagrput the study in natural real
world conditions, the classroom. In order to cdlldata, Malawian standard four
pupils in both experimental and control schoolsemere-tested and post-tested for
their phonics, phonemic awareness, fluency, voeaipuhnd comprehension skills.
Teachers in both experimental and control groupsevebserved teaching reading.
Teachers were interviewed in order to provide imfation on the teaching and
learning environment. In addition teachers in thkpegimental and control groups
were interviewed in order for them to provide imf@tion on their views and
perceptions about their use of the method they wemeg to teach reading. The use
of pre-tests and post-tests, teacher interviewscéassroom observation brought in
some element of triangulation in the study. Thesoeafor bringing in this
triangulation was to increase the validity of tlmndusions made from the findings
of the study. Paired t-tests were carried out oheptto test the research hypotheses.
The t-tests results showed that there was a <ignifi difference in pupils’
achievement between the experimental and contonipgr in the follow up tests. The
experimental group had higher scores. Teacherseirexperimental group exhibited
a lot more use of the balanced literacy approashaated with pupils’ achievement
than the control group.

The most reasonable interpretation that the reseaman give is that the balanced
literacy approach when implemented has a positingact upon learners’

achievement. The magnitude of the treatment effestonstrates that it is possible to
intervene successfully in the reading and writici@vement of learners. Just as in

the other similar research, which has been citedealthis study provided evidence
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that the use of balanced literacy approach canctefédy increase pupils’
achievement in reading and writing. The findingsirthis study make a contribution

to the body of literacy knowledge in a number ofysia

First of all for a long time in Malawi teachers dseading methods that did not help
learners to achieve much in reading and writingeiglish. The balanced literacy
approach infuses all dimensions of reading abdityhe same time, in an engaging
and interactive manner. Pupils learn phonics, phmneawareness, fluency,

vocabulary and comprehension simultaneously.

Secondly, the findings of the study suggest thailpican achieve much in reading
and writing in English through the use of the bathliteracy approach despite the
challenges that are there in the teaching and ilgarenvironment, such as large
classes, a shortage of books, and an impoveridasdraom. The balanced literacy
approach did not only face these challenges bt @sduced significant levels of
literacy achievement despite the challenges.

Thirdly, the research findings have demonstratadl e use of the balanced literacy
approach produces higher levels of achievementeainkers than the traditional
methods of literacy instruction. In the study leamwho received the balanced
literacy instruction significantly outperformed tears who received literacy
instruction in the traditional methods. The interien in this study, unlike

interventions in similar studies elsewhere, ocalireclassrooms with higher pupil
teacher ratios, sixty pupils and above rather 8maall groups of five to seven pupils

as has been the case with other research.

The findings of the study suggest that there sk between teachers instructional
approach in the teaching of reading and writingth® classroom to pupils’

achievement in reading and writing. In an environmehich has no books for

children to read at home, to provide learners wettira language experience,
effective instructional approaches will help pupdarn to read and write. | Can Read
(2006) support the view that instructional appr@schre important. They argue that
generally poor reading skills are the consequerfceneffective and inadequate

instructional approaches. They conclude that iregdrchildren fail to learn to read
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English easily because they are not taught properly

The findings of this study have some implicatioos the classroom. The findings
have shown that it is possible to incorporate e af the balanced literacy approach
into the curriculum without revising the curriculuitself. The balanced literacy
approach was incorporated into the curriculum withedjusting the curriculum. The
prescribed standard four English textbook was usildout any adjustment. This
study contributes towards the number of studiesxplicitly teaching the five core
elements with second language learners using sthrfidar pupils learning English

in Malawi.

The study supports other research that having pmomledge such as knowledge

about the world or subject matter knowledge hedasriers to understand a text. The
findings of the study have practical implicatioms the classroom. When teaching

reading teachers need to activate learners’ pmomkedge through discussing with

the learners what learners know about the topig #ne about to read. Teachers need
to also discuss new words and concepts found itetttethey are about to read. This

is helpful especially for second language learndtshelps to activate prior

knowledge and enhances comprehension.

Teachers can develop learners’ phonological skilsnvolving learners in a variety
of activities such as asking learners to identdyrgds at the beginning, middle, and
end of words; asking learners to identify rhymingrds; asking learners to identify
the word that remains after a phoneme has beetedelasking learners to make a
new word by replacing a specified phoneme with lagot Mastery of these
phonological skills is one of the best predictorsiaw well pupils will learn to read
later on in life (NRP 2000).

Instruction in vocabulary is important for learneespecially second language
learners. The more words learners know the morg #re able to communicate
effectively. Learners will be able to listen, spesdad and write using the vocabulary
they know. It is important for teachers to use iegabr pictures in order to help
learners understand the concepts being taught.h&eameed to give learners

opportunities to practice with new words or worldattare important to understand a
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concept or text, and words that learners will fetfly come across. It has already
been pointed out that teaching of individual worda deepen learners’ knowledge of

word meanings (Snow 2002: 63).

In order for learners to be good readers they te@tentify words quickly and easily

(Samuels 2002). They also need to construct medrongthe words they recognise.

So teachers need to teach word recognition skdls dirst step towards fluency.

Learners benefit from fluency instruction that ades effortless decoding of words
in isolation and within text (Linan-Thompson andugan 2007). In order to be able
to do this learners need opportunities for oraleedpd reading with support and
feedback from their teachers. Research finding$iroorthat repeated practice with a
text at a learners’ independent reading level ogrove comprehension.

For learners to understand what they read it isomant that their reading is
purposeful and active. Learners need to know wisy tare reading and have
strategies for understanding a text as they readchiers need to ask questions to
guide learners to understand a text. Teachers toetghch learners how to predict
and identify main idea of a text. The use of expligstruction and the teaching of
comprehension strategies are bound to enhanceeteatmderstanding of what they
read as they go through a text.

Amongst the findings cited by the National Readitanel (NRP) (2000) report on
systematic phonics were the facts that systemataips produced gains when used
in various grouping patterns such as one-on-onaitgf, small groups and whole
class instruction. This study confirmed the rededindings. It used systematic
phonics with whole class instruction. The systemationics instruction produced
gains to the amazement of the researcher. It wagioned earlier on that teaching
learners how to use sound-letter relationshipsetmde words led to improved early
reading achievement (NRP 2000). Teachers in thay stiere not able to do this in a
satisfactory manner. They adjusted and used anagbgwics. Despite this problem
learners in the experimental group improved inrtheding and writing achievement

better than those in the control group.

However, the study faced some challenges. It i@mesended that in teaching
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reading teachers need to understand the indivigerds of learners at their different
stages of development and provide differentiatstruction accordingly (lvey 2000).
For instance, the ages of the learners in thisystadged from 8 to more than 19
years. The attention span for the different ages ned the same. So teachers needed
to devise learning activities for the different agjeups accordingly. Because of the

large numbers of pupils against one teacher itmsa®asy to implement this.

In conclusion, despite the shortcomings, findinfishe study demonstrate that the
use of the balanced literacy approach can be eféeébr standard four pupils in

Malawian primary schools within a short time of teen weeks. This would be
possible when letter-sound relationships, spelpatterns, modelling of skills and

strategies and processes are taught explicitly,ainsystematic manner, and
implemented by teachers who are trained in hownjgiement the balanced literacy
approach and when learners are given opporturigigsactice what they have been

taught.

5. 2 Recommendations

The findings of the study show that training ofssl@om teachers is an essential
component to help teachers get used to the mod#lenstudy. Trained teachers
require ongoing support during the interventiononder to build their capacity to
implement the balanced literacy approach and tstaesachers whenever there are
problems. It is also important to monitor the teaxs throughout the intervention in
order to ensure that teachers are indeed implengenie design accordingly. A
three-day training of teachers before the inteneanand another three-day training
mid-way of the intervention will suffice. Howevdhe conditions in Malawi should
be borne in mind as regards training teachers onigk instruction which teaches a
child to convert letters into sounds and blend sbends needed to make words
versus analogy-phonics which teaches children tectlend blend word parts that

are larger than phonemes (units such as onsetsmaesl and spelling patterns).

The training of teachers is in line with Darling4#dmond et al. (2001) who argued
that student trainees who have more educationingaiappear to do better in
producing student achievement than those who doTiat results of the study seem

to confirm this. The implementation of the balandiggtacy approach required that
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teachers be trained. Teachers in the experimerdapdhad initial training before the
intervention. They were trained again midway of ititervention. The teachers were
also monitored and given support by the researchsrghey implemented the
balanced literacy approach. An essential implicatbthe study is that the balanced
literacy approach can be implemented by classraauhiers as long as the teachers
are trained and given support as they implement pitoeggramme. The findings
suggest that even teachers with JCE qualificatftmns years of secondary education)
can understand the balanced literacy model anceaser learners’ achievement.
Learners whose teachers were trained did betterttimse whose teachers were not

trained.

It has been mentioned earlier on that Malawi haks @@ersistent problem of pupils
not being able to read and write at grade levebfaumber of years now. This study
has revealed what needs to be done in order tcowepthe reading achievement of
learners in English. It has dealt with a possilétton to the national problem.
Stakeholders such as the Ministry of Education, Maawi Institute of Education
and other relevant educational institutions needet@lerted to the usefulness of the
balanced literacy approach in the teaching of repdind writing in English in
Malawi’s primary schools. The study suggests samgovements that can be taken
on board by these educational institutions. Thegestions are likely to assist the
Malawian English language teachers in improvingrtivestructional practice and

thereby improving the reading and writing abilitefdearners in English.

In order to help schools and teacher training gekebegin to use the balanced
literacy approach the Ministry of education neeméntlude the use of the model in
its policy and notify schools and colleges on thme. Teacher training colleges need
to take the balanced literacy approach on boardhab pre-service teachers are
trained before they are deployed after their trgyniThe Malawi Institute of
Education could provide in-service training to te&xs who are already in the field.
Malawian teachers need to adopt the use of thentedh literacy approach in
teaching reading and writing if the reading andtimgi achievements of Malawian

standard four learners are to improve.

The data support a number of conclusions that apertant implications for the
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classroom. In the classroom teachers need to incatg all the five research-based
core elements in teaching reading. They need teldpwupils’ phonological skills
through rhymes, analogies, phoneme substitutior@sn@anipulations and teach these
in an explicit and systematic manner. Pupils neele given opportunities to read
orally in order to develop their reading fluencyeathers need to use various
methods to develop pupils’ vocabulary. They needptomote pupils’ reading
comprehension through provision of instruction @search-based techniques and

explicit instruction.

The findings of the study have shown that pupil©owere given instruction in the
balanced literacy approach achieved better scaresaiding and writing in English
than those learners who did not. Teachers neegteégrate systematic phonics with
other four reading instructions phonemic awarendBsency, vocabulary and

comprehension to create a complete balanced ljtenagroach.

Findings of this study invite further investigatsoan the many unanswered questions
about successful intervention strategies for Ehglenguage learners in Malawi.
There is need to repeat the study in order to dubate the findings of this study.
Further studies need to be carried out in ordetetermine the effects of using the
balanced approach for a longer period than sixteeeks both in rural and urban
areas. It is also important to establish which cetement amongst phonics,
phonemic awareness, vocabulary and fluency is tbst important in influencing

pupils’ reading and writing abilities in the Malaam context.
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pgendix 1

Training manual for standard four teachers of Englsh
Introduction
The ability to read and write in English is an esise skill for the Malawian pupil. If
a pupil is not able to read and write by the endtahdard four, that pupil will not be
able to learn other subjects in standard five andiands when the medium of
instruction is English. There is enough researgétiemce that indicates that Malawian

children are not reading and writing well enouglstieceed in school.

This course aims at training teachers in methodsagproaches that have been found
through research to have worked well and causetingamprovement for a number
of children elsewhere. It is hoped that this tragnwill strengthen teachers’ abilities
to design instructional activities on phonics, pimic awareness, fluency, vocabulary
and text comprehension, which could improve litgrdevelopment of pupils. The
course is firmly based both on practice and thetirys participatory, and action
oriented so as to produce concrete results abitslgsion. The following strategies
will be used for facilitation: group / pair workndividual work, plenary sessions,

discussion, demonstration and brainstorming.

Participants
The participants involved in the training coursd i standard four English teachers

in the experimental group.

Duration of the training

The training will be conducted on a weekend for thays, covering six hours each
day.

Objectives

_The objective of the course is to strengthen skilisstandard four teachers of English
in:

* Reflecting on the standard four (Chilora et al. 4)98ctivities with English:A
course for primary school®upils’ and Teachers’ Guide textbooks,

» Evaluating the contents of the textbooks in terrhsaverage of reading and

writing skills,
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» Discussing different methods of teaching readindg) their limitations,

» Devising instructional approaches that can be tsagpeed up phonics, phonemic
awareness, fluency, vocabulary and text comprebersiiills,

* Planning a number of activities on reading andimgitusing balanced literacy
approach and the core textbook,

» Creating lesson plans for reading and writing udatanced literacy approaches,
and

» Teaching reading and writing using balanced litga@aproach.

Activities

In order to achieve these objectives teachers will:

* Analyze the standard four (Chilora et al. 199d4}ivities with English: A course

for primary schoolsPupils’ and Teachers’ Guide text books,

» Reflect on the contents of the text books in teohgoverage of reading and
writing skills,

» Compare and contrast various approaches for tegqakeimding and writing and

discuss their merits and demerits,

» Discuss reading skills that can be used to helméza read any text. Write major
steps of a reading lesson,

» Discuss the sub skills that are needed for effectieading for close

understanding,

* Use a variety of techniques for teaching readinissk

» Demonstrate cues and strategies that pupils neegding comprehension,

» Plan micro- lessons on word- identification,

* Prepare micro lessons in which reading skills amahstrated,

» Practice balanced instructional approaches in tegekading and writing, and

* Analyze the micro lessons.

Core textbook

Currently there is one core-textbook for teachimglish that was approved for use in
all primary schools in the country, (Chilora et 2094) Activities with English: A
course for primary schoald his is the textbook that teachers will use feveloping

literacy in English in pupils.
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Activity 1

a) How do the core textbook and the teachers’ guidie indearning?

b) Examine one unit of the pupils’ textbook and
i) identify the different parts of the unit
i) skim through four other units and find outhife material is presented in the
same way
iii) find out the opportunities if any, for pig participation
iv) think of the English language lessons you hlbeen teaching. How much
of each lesson was spent teaching reading andngrikills? Was this
enough?

c) What is the difference between literacy teagland language teaching?

Feedback for Activity 1
a) Ways in which Text Books/ Teachers Guides enhageming:
» provide guidelines for teaching and learning
» provide alternative source of information
* promote active participation.
b) Pupils' text book
» Textbook covers at least 80 percent of the syllabus
» The structure of the textbooks includes participatwtivities for pupils.
» Contents of the textbook include:
reading passages and comprehension questions,
word formation, dialogue, puzzles, opposites,
sentence completion, sentence structure, partspeéch, writing
exercises, and
poems, riddles, spelling, matching, letters, wgtingap filling,

tenses, comparatives, punctuation.

c) The difference between literacy teaching and lagguaaching:
Both literacy and language teaching deal with camication. Both involve the four
skills of listening, speaking, reading and writinthe two complement each other,

that is, one cannot teach literacy without touchamglanguage, just as one cannot
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teach language without touching on literacy. Hosveuiteracy teaching and
language teaching differ in point of focus. Indaage teaching the point of focus is
on teaching grammar, sentence structure, partpedch, and vocabulary using the
four language skills, speaking, listening, readang writing. In literacy teaching, the
point of focus is on the process of reading anding; such skills as how to make
meaning from printed words, and how to put one@utihts on paper in a written

form.

Activity 2

Ordinarily standard four pupils should be able ¢ad simple stories in English
silently and with understanding. However, a numbg&mpupils have considerable
reading problems.

As a group brainstorm on the reasons why stanaandgupils:-

0] still read too slowly one word at a time.

(i) cannot answer simple comprehension questiamsstiow that they have
understood the meaning of what they have read.

iii) are not able to read silently with confidence

iv)  Recall your own experience in learning éad. How did you feel about how
you were taught reading? Now as a teacher whatadotlyink is the best way of
teaching reading?

Feedback for Activity 2

Possible reasons for pupils failing to read:

* Pupils not given enough time for silent readingeriAps there is too much
emphasis on reading aloud.

* Pupils having mastered one reading speed for dvagythey read. They have not
mastered scanning, skimming, predicting and sileading skills.

* Pupils having not mastered answering comprehernsEesages.

* Another reason could be pupils do not know how torkwout words for
themselves.

In teaching reading there should be the followitagss: Introduction, Presentation,

Practice and Production stages.
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Introduction
In the introduction the teacher can ask some questio find out what pupils know
about the topic. The teacher can ask some questloms the title and illustration to

get pupils to predict the possible content of tioeys

Presentation

In the presentation the teacher can include sonteeafiew words to be discussed and
understood by pupils. However, the teacher doéshawee to pre-teach new words

every time. The teacher can decide that pupilsilshguess the meanings of the
words in context so he/she will not have to prefteaew words. When new words

hamper understanding of the passage then the tee@here-teach these in order to
make it easier for pupils to understand the stgrgibing pupils some idea of what to

expect, and to get pupils thinking about what tieeyscontent might be.

Practice stage

The teacher writes some pre-questions on the bdéardils read passages silently
guided by the pre-questions. The questions foouh® main points of the story. As
pupils read silently they look for the answers. Thesstions written on the board
provide a purpose for reading. After silently reedthe passage pupils answer more
comprehension questions, which will necessitatalgug-reading of some parts of

the story in order to check their understandinthefpassage better.

Production stage

The production stage should come in later lesg@uagils should be asked to use what
they have learnt. Activities that can be includethis production stage are:

* role playing,

» forming a series of questions on a story in granpwder to ask another group,

* looking for answers to questions that require rapideading of the story,

* reading aloud,

* reading games, and

e writing answers to comprehension questions basdtestory.
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Activity 3

i) Discuss reading techniques which can help pupiletal at different speeds for
different purposes,

i) Produce four lesson plans, which focus on t&ching of scanning, skimming,
predicting, and silent reading,

iii) In pairs choose and teach one of the fourdaessand

iv) As a group analyze each one of the lessons

Feedback for Activity 3

A number of reading techniques can be used duiiegtseading to help pupils read
at different speeds for different purposes. Thesértiques are scanning, skimming,
predicting and silent reading.

Scanning

Scanning is used when looking for specific infonmatin a book, newspaper,
directory etc. In the classroom pupils are asketina specific words, phrases, and
sentences from a text they are about to read. $dpilnot read everything but only

look for the information, which is needed.

Skimming

Skimming is reading a passage quickly in orderdbtige gist or the main ideas of the
story before one reads for detailed informatione Type of reading here is different
from scanning. Readers are not interested in thex filetails but in getting the gist of
the story. In the classroom the teacher gives pestipns before pupils begin to read.
For a teacher writing questions before pupils regmhssage is one way of allowing
pupils to focus their attention on the main powftshe story and letting them read for

a purpose.

Predicting

Predicting is making informed guesses as one reabgh can be confirmed or
disconfirmed after reading. Before pupils startdieg a passage there is a discussion
about the title and the illustration. Pupils arkemsquestions such as "What do you
think is going to happen in the story?" "After thidat do you think will happen

next?"
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Silent reading
Silent reading is a skilhtended to help one get the message. The skibesl during
intensive reading for comprehension. One has td vath care and think about what
one is reading. In order to read effectively iingortant that one interacts with the
text. Activities that can be done to enhance undeding in reading are:
» finding main ideas,
* checking comprehension,
» understanding text organization,
» predicting,
* inferring,
* guessing meaning of unfamiliar words,
* evaluating a text,
» following instructions, and
e writing summaries.
Oneview to learning to read is that a pupil is ablegad when he she can use context
clues and reading strategies to understand by Hirmberself a text he/ she has not
seen before. When reading a reader makes use of
. context clues such as:
recognizing words printed on the page,
word meaning, and
grammatical clues.
. reading strategies such as
predicting,
guessing, and

reading silently,

Activity 4

Brainstorm about ways of helping your standard foupils become good readers.

Feedback on Activity 4
How to help pupils become good readers
Teacher should emphasize on

* silent reading,
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» getting pupils to read at different speeds foralght purposes,
e getting pupils to read passages and answer com@®nequestions, and

» getting pupils to guess words for themselves.

Activity 5
In groups compare and contrast phonics and whalgukge approaches and discuss

their merits and demerits.

Feedback for Activity 5

Phonics

It is an approach that helps pupils learn the vetigts of the alphabet are pronounced
in English, and sounding out words according to mmm pronunciation of these
letters.

Advantages

Pupils become aware of individual letter sounds.

It helps pupils to read words with similar soun@lspg relationship on their own.
Pupils are able to read independently as they watkew words on their own.

The method supplements whole-word method also kremwviook and say" method.

Limitations

Pupils become pre-occupied with sounding out paofs words, therefore
understanding of

meaning may be lost.

English has many irregular words so it is not dassito teach all words using

phonics.

Whole-word/look and say
It is an approach that helps pupils read the whaled through recognition of the
shape

and size of the word.
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Advantages
It is possible to teach reading of a word and isamngat the same time. Pupils

remember the size and shape of the whole word.

Limitations

New words that they come acraae difficult for pupils to read on their own.

It takes a longer period for learners to accumulate adequate amount of
vocabulary.

Pupils have to memorize the shapes and pattenvsrofs.

It is not possible to teach all words in Englisingghis method.

Activity 6
Devise instructional approaches that can be usespéed up phonics, phonemic

awareness, fluency, vocabulary, and text compretvenReport in a plenary.

Feedback for Activity 6

Phonics

Phonics is the understanding that there is a oslsliip between the sounds of spoken
language (phonemes) and the letters of the writteguage (graphemes). Pupils need
to acquire knowledge of the alphabet to become geaders.

Phonics instruction

In the classroom the teacher has to provide systensnd explicit phonics

instruction. Teachers need to organize readinguasons in a logical order moving

from simple to more complex skills.

Instructional approaches that let pupils

» give rhyming words e.gan; tan; man

» divide words up into syllables elgel /i / cop/ter; sn/ ake

* notice that group of words have the same beginaiggstar; story; staircase

* notice that group of words have the same middlebag cat

* notice that group of words have the same endingbaigsat mat pat, that or
pinch lunch punch

» identify and work with onsets and rimes egt c is the onseét is the rime;splat
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splis the onsedat is the rime

* make analogies e.table stable;able cable gable fable

Phonemic awareness

Phonemic awareness is the ability to hear, ideraifigl play with individual sounds in
spoken words. Instruction in phonemic awarenesmportant because pupils who
have these skills are likely to learn to read grellsvords more than children who do

not.

Phonemic awareness instruction

In the classroom situation the teacher has to geoeictivities that will help pupils

develop phonemic awareness through hearing, igergifand manipulating the

individual sounds, or phonemes, within spoken wo&tsme of the activities to be
practiced are:

* phoneme isolation e.g. what is the first or lastr&binmitt? The first sound iswW
the last sound ig//

* phoneme identification e.g. which sound is the sanmean, mitt, mes® hv is the
same,

* phoneme categorization e.g. which word does nairigdiat, fan, tap? tap does
not belong,

* phoneme blending or combining e.g. what word reswhhen you blend these
separately pronounced individual sounds to maker virv /a/ /n/? The blended
sounds make the wordan

The teacher teaches explicitly. Teaching aids @a thart or pictures. The teacher

can also use games, rhymes, alliterations, assenanany other language that

focuses on the sounds in words

(http://www.lesley.edu/crr/content/Ic/research_whpaper.pdf). The focus of the

lesson may be oral language or this can be combuitedooking at letters. After the

teacher has modelled the skill, pupils need totm@aactively. The activity can be
done individually or in groups. Research findingsd shown that phonemic
awareness instruction is most effective when iugas on manipulation of one or two

phonemes (Armbruster et al., 2003).
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Fluency
Fluency is the ability to read accurately, quicldgd with proper expression and

comprehension (The Partnership for Reading).

Fluency instruction

Research has revealed two major instructional ames as regards fluency. The
first one is a teacher providing models of fluessding to pupils. Through listening
to the teacher reading effortlessly and with exgimes pupils will learn how a
reader’s voice can help a written text make sembas reading aloud will increase
pupils’ knowledge of the world, their vocabularydatheir familiarity with written
language. The second one is a teacher giving pupgeated oral practice while
guiding and giving them feedback. The repeated tipaamproves pupils’ word
recognition, speed and accuracy as well as flugrcygncy will develop as a result of

several opportunities given to pupils to practieading on their own.

The teacher should demonstrate fluent oral readietp expand pupils’ listening
vocabulary and give support to pupils. Pupils stiqaractice to read fluently through

repeated oral readings.

Vocabulary

Vocabulary is the words that a pupil must know iides to communicate effectively.

Vocabulary plays a critical role in learning to ded@upils who are just learning to
read will need to use their oral vocabulary to makase of the words they see in
print. They will not be able to understand whatythead without knowing what most

of the words mean.

Vocabulary instruction

Research has shown that most vocabulary is leamgectly. Pupils can learn new
words indirectly through their engagement in orahwersations, listening to other
people speak or read to them, and from their engagein silent reading. Some
vocabulary however, must be taught directly. Dirgstruction helps pupils learn
difficult words. Direct instruction can also be dse teaching pupils word learning
strategies. There are several word learning sieddbat can be used such as cueing

systems like sight vocabulary, context cues, anddvattack cues. The teacher needs
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to teach word recognition as well as meaning ofds@nd give pupils an opportunity

to practice using the new words in context.

Techniques for teaching recognition of new words ar

» using the sound of letters (phonics),

* identifying words within words they already knowchkuassoil which hass and
oil; become which hasbe andcome becausewhich hasbe and cause woolen
which haswool andery weightwhich hasw andeight village containsvy, ill and
age,and

» using word root, prefixes and suffixes edgs / owry ury interest ing ; re/ sell ;
protect ion; re/ pay ment; difficult/y; hit/ hits/ hitter/ hitting; suld coml mi /tee

Techniques for teaching meanings of new words are

* showing a real object/picture/drawing/model,

» using the new word in sentences that reveal thenimgaf the new word,

» defining or explaining the new word,

* demonstrating the new word wherever possible thraugping, acting,

» using the context in which the new word is,

» using the sentence patterns and the kind of warsld e.g. nouns, adjectives,

» using the sound of the new word e.g. bees buzgimake making s-s-s-s- sound,

* using the senses, and

» expanding knowledge of multiple word meanings.

The teaching of word-identification should not lwnd as an end in itself, but should

be done to help pupils in the process of constigctheaning as they read. For

instance, pupils should be taught sound symbolsbeaiuse that knowledge is
important in itself, but so that the process of storcting meaning goes on as
effortlessly as possible. Thus helping children emsthnd what they read is the

rationale for and focus of word identification less.
However, the teacher cannot teach all new wordgpil$°should be encouraged to

guess the meanings of new words from the contexily words which are necessary

to understand to understand the text should béntaug
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Text comprehension

Comprehension is the ability to understand and gaganing from what has been
read (Armbruster et al. 2001). Every reader whalsematext reads for a purpose and
reading itself is active (Moats, 1999). Good readare active as they read. They
make use of their experience and knowledge of tbedw vocabulary, language

structure and knowledge of reading strategies derto understand a text (Moats,
1999). Text comprehension can be developed thraegiching comprehension

strategies. Instruction in comprehension is impdrtaecause an understanding of
what is being read from a text is essential fofipiency in reading and learning from

printed materials

Instruction in text comprehension

The teacher needs to do the following:

* introduce key ideas and concepts in the text befading and after reading,

* help pupils to understand how the text is structure

* prompt pupils to use strategies when reading, and

» extend pupils understanding of the text throughir@skupils to write, draw,

retell, summarise the story in the text.

Activity 7

Prepare and teach micro-lessons on reading.

Feedback for Activity 7

Steps of a reading lesson

As part of a balanced literacy approach programnphuc awareness activities
should be integrated with decoding, comprehensioiting and spelling activities. It
is important that pupils perceive the connectiotwieen oral and written language.

Introduction
Discuss the title of the story and any illustratampicture/ by drawing on the pupils'
knowledge of the world and on their opinions angeziences in order to get them

(pupils) to predict the possible content of theysto
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Step 1
Recognize and practice new reading words in ordeprovide some language

preparation for the text.

Step 2

Write questions on the board before silent readingrder to motivate learners by
giving a reason for reading

Step 3

Discuss the story orally with pupils.

Step 4

Pupils practice reading especially weaker pupilgilB can read loudly within their
groups or to the teacher.

Conclusion Give spelling exercises

Activity 8
Analyze the lessons

Notes for teachers

Instructional approaches that can assist pupild the& reading requirements are as
follows:

» Teachers are to make it clear to all pupils whay thre expected to learn and the
outcome they are expected to achieve. Startingt poirteaching is to be the pupils’
existing knowledge, skills, interest and undersitagdderived from previous
experience in and out of school.

» Use teaching methods that encourage pupils’ ppdicin in class,

* Engage pupils in productive use of the English botary which can improve
their oral and written competences,

* Help pupils distinguish words through writing,

* Organize learning in a variety of ways: individwadrk, group work, whole class,
visual aids, all these selected to suit the classand,

 Use a variety of techniques such as direct questi@monstration, helping,
guiding and supporting pupils, problem solving, e role-play, games, songs,

rhymes,
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* Provide systematic and explicit instruction in sdtsymbol relationships
(phonics), phonemic awareness, fluency, vocabuéarg,text comprehension,

» Help pupils develop effective strategies for regdin

* Encourage silent reading,

* Provide opportunities for pupils to engage in ragdand writing simple stories
and sentences,

* Encourage writing by listening to the stories cteldtell,

» Provide opportunities for pupils to experiment withting,

* Help pupils build sight vocabulary, and

* Monitor pupils’ progress through appropriate forimatissessment.

What requirements do pupils learning to read and wite in English need?
In reading pupils need to master

. Lettersa b ¢ dup toz and recognize these in words,

. correct letter formation,

. Rules of punctuation,

. Reading from left to right and top to bottom,

. Interpretation of texts for literal meaning, and

. Knowledge that both text and pictures contain megni

In writing pupils need to master

. Handwriting,

. Letters and shapes,

. Words with gaps in between, and

. Joined up writing using various formats.

Activities that can nurture pupils reading and writing skills in English are as
follows:

. Listening, discussing, reading, writing, working am task, practicing,
demonstrating, role playing and dramatizing,

. Singing, hearing rhymes or alliterations,

. Substituting one phoneme for another eg. Chanige hotto /fp/,

. Deleting phonemes from words eg. theffom cat, and
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. Identifying words within words//using word root ghixes and suffixes.

. Teachers should read short pieces that pupilsslikas to provide models of
reading. This will also let pupils see that readtag be pleasurable and a useful thing
to be able to do.

. Teachers to ask pupils wh- questions about whahtza are reading to them
e.g. what did Khumbo like playing with? Where didinbo live?

. Teachers should encourage pupils to make infereatmast what is being read
to pupils eg. Do you think Khumbo was happy infitrest?

Teachers to provide pupils with opportunities fiberg reading,

Teachers need to demonstrate and model strategiespupils to use when
comprehension breaks down.

Teachers to provide opportunities for pupils tontiatize a dialogue from a story or
role-play,

Teachers extend pupils knowledge of the correcbiigeiting conventions,

Teach strategies for spelling new and difficult dsyr

Teach pupils to write in multiple forms eg. storiédling forms, letters, personal
diaries,

Pupils to be given opportunities to play word games

Pupils to create word banks, and

Encourage print recognition in everyday situatignreading various labels and signs.

Expected outcomes of the training are:

. Trained teachers,
. Production of training / teaching materials, and
. Improvement of pupils’ literacy in English.

Expected specific outcomes on pupils are pupils g able ta

» develop knowledge of letter names and shapes,

» understand that spoken words are composed of santtithat letters correspond
to these sounds,

» use letter-sound associations, word parts, ancegbtd identify new words,

* recognize letters and letter-sound matches,

* recognize beginning, middle and end sounds of w(dsriminate rhymes),

» read and write rhyming words such as cat, rat, g, boat, coat etc,
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» identify an increasing number of words by sight,

» read and write simple words suchisgslike, green we, are, that, this, big boy,
teacheretc,

» read write simple sentences suclHasis standingThe boy is sweepiniyly name
is... | am six years old.

* read and retell stories,

» use reading strategies such as re-reading, preglicjuestioning, contextualising,
when comprehension breaks down,

» write simple sentences about what is true to them,

» write in many different forms,

» spell words correctly,

» develop print concepts such as reading from leftight and top-to-bottom,

* demonstrate knowledge on use of capital letteteeabeginning of sentences and
proper names, and

* answer written comprehension in simple complet¢éesaes.
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Appendix 2

Standard four English-teacher observation checklist

Teacher's name: School name:
Standard: Teacher code:

Sex: Male/female

Topic: Date: Time:

Evaluation item

PLANNING AND PREPARATION

1 Suitability of objectives

a) Are objectives specific?

b) Are objectives measurable?

c) Are objectives attainable?

d) Are objectives realistic in terms of

time?

2 Selection of instructional approaches
Are the following critical skills &

approaches planned for?

a) phonics

b) phonemic awareness

c) fluency

d) vocabulary

e) comprehension

LESSON DELIVERY

1 Instruction in phonics

a) teaches the relationship between the
letters of written language and sound
of spoken language

S

b) provides systematic instruction in
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phonics- the plan of instruction

includes a selected set of letter —sound

relationships that are organised into a

logical sequence easy to difficult

c) makes pupils apply letter sounds to

daily reading

d) teaches strategies to decode
multisyllabic words using word parts sug
as affixes eg. pre-, mis-, -tion

h

e) gives pupils practice in the applicatio|

of phonics to the spelling of words

2 Instruction in phonemic awareness

a) provides explicit instruction in

phonemic awareness

=]

b) teaches phoneme identification

c) teaches phoneme deletion or additio

or substitution to form new words

d) focuses on rhyming words/analogies

3 Instruction in fluency

a) models fluent reading
b) provides opportunities for oral ,

repeated reading

C) gives support and feedback

4 Instruction in vocabulary

a) provides direct instruction of specific

concepts & vocabulary

| | 3 |

b) provides direct explicit instruction in
the meaning of words and in word

learning strategies

c) engages pupils in daily interaction th
apply new vocabulary in both oral an
written work

at
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d) explicitly teaches both individual

words and word learning strategies

e) integrates words into sentences and
asks pupils to tell the meaning of the
word in the sentence and to use itinja
variety of context

a) teaches background information

(activates prior knowledge)

b) provides comprehension instruction
before, during &after reading a text

N

c) teaches the following comprehensiof

strategies

finding main idea

monitoring comprehension

predicting

retelling the story (summarising)

inferring

guessing meaning of unfamiliar

words

APPROPRIATENESS OF CLOSURE
a) summarises main points of the lesson

b) uses questions to enhance

understanding of main points of lesson

TOTAL SCORES

OVERALL AVERAGE:

Adapted from Teacher Observation Checklist for Deinf@acher Training College
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Appendix 3
English pre-test for standard four

Name of School District
School Code Pupil’'s Name
Pupil’'s Code Teacher Code

Assessments in Questions A and B are auditory. $heuld be given one-on-one. It
is important that you have a non-distracting, camatae testing environment for

pupils.

Question A

Researcher: “Do you know what rhyming words aréfzhe pupil sayyesask him

or her to tell you two rhyming words. If he or dmeswerso or incorrectly then
explain: “Rhyming words are words that end with §ame sound. For example, the
wordscat andmatrhyme. I'm going to say two words. | want youéd me if they
sound alike at the end.”

Researcher: “Do the wor@&inandFunsound alike at the end?”

Say each word pair listed below. If the pupil @sgs correctly, circl&es If the
pupil responds incorrectly, circho.

Do these two words sound alike at the end? PumlResponse

1. dog bin Yes No
2. hat mat Yes No
3. book mad Yes No
4. mother father Yes No
5. mice rice Yes No
Question B

Researcher: “Let’s play another word game. I'mmgdo tell you a word. | want
you to say the word with the/ sound at the beginning. Let's do a practice dhé.
said the wordat you would saynat. Let’s try another.”

Can you say this word with Correct Pupil’'s Respnse
the /m/ sound at the beginning? Answer

1. pay may Correct Incorrect
2. ten men Correct Incorrect
3. kill mill Correct Incorrect
4. tail mail Correct Incorrect
5. sad mad Correct Incorrect

Adapted from Reading Rockets (2004)
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Questions C to F are writing tests.
Answer all questions

Question C

Write five words incolumn 1that sound the same (rhyme)iasin column 2write

five words that sound the sameeas. Examples have been shown.

(10 marks)

Column 1 Column 2

in ear
Example bin Example gear
1) 6.)

2.) 7.)

3) 8.)

4) 9.)

5. 10.)
Question D

From the list of words given, choose a word thatcameas the picturdailor, woman,

bell, river, farmer, hand.

Example

U

hand
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1) 2)

(5 marks)
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Question E

Complete the following puzzle. Fill the answerittie blocks that start with the
number of the ‘clue’. You may choose answers frbalist given below:

wives worker calves leaves thieves knives

Example A person who works for other§he answer isvorker.

Baby cows.
Cutting instruments.
Partners of husbands.

They grow on trees.

a bk~ 0N

People who steal.
(5 marks)
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Question F
Readthe letter below andnswer the questionghat follow:

Chawawa F. P. School
P.O. Box 17

Katundu.

28 August, 1992

Dear Jane,
I's a month now since | saw you. | hope you'relwel

My elder sister, Amanda, is getting married nexhthan 2% September. The
wedding will be here at home. My parents and | widike you to come. My mother

wants to know if you can be my sister’s bridesmaid.

Since this is the first time you are coming hehes is how to get here:

From Mkande, take the bus to Kulongwe. At Kulongws station, there are four
bus shelters labeled A, B, C and D. Go to sheltey ke a bus to Mpanda. Wait for
bus number 210 or 127 or 116. All these buses ¢dzimbe through Mpanda. | will
meet you at Mpanda if you let me know what day wilcome. We will walk back

to my home together.
| hope you can come. | am looking forward to sesiog.
Yours,

Teleza.

Answer these questions
1) Who is getting married?

2) Who did Teleza invite to the wedding?

3) Why is Teleza inviting this person to the wedding?2

4) Where does Teleza live?

5) Where does Jane live?

(10 marks)
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Question G/Fluency English reading passage

School Dist.

Code Pupil’'s Name

Pupil’'s Code Date

Pupil's Sex: Male/Female

Khumbo and the grasshopper
A long time ago, there was a boy called Khumbo Vived in
Mchoroma Village. Khumbo was ten years old. He wastandard

four. At home, he was a good boy. He always ttelps mother.

4

17
28
41

He was quiet and did not like fighting with hisginids. He liked playing 55

with grasshoppers and other insects.

At school, Khumbo was not a very good boy. He wlaser and did
very well in class but he often missed lessons.ustally went out
to look for grasshoppers and other insects. Wieesalv a big
grasshopper he chased and caught it. He puteafjrisshoppers
in a box which he always carried in his school b&metimes, he
hunted grasshoppers all morning until his frienge out of class.
“Where have you been Khumbo?” his friends would agke

teacher was looking for you.’

“I'was in class. Didn’t you see me?” Khumbo wolid
One day, on his way to school, he saw a very kaggropper flying

over his head. It had red wings. It was very bié&u

Number of words correct in one minute:

Total number of words correct:

60

74
87
99
110
122
133
143
148

159
173
184

Percent of words correct (# / 184)
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Appendix 4
English post-test for standard four

Name of School District
School Code Pupil’'s Name
Pupil’'s Code Teacher Code

Assessments in Questions A and B are auditory. $heuld be given one-on-one. It
is important that you have a non-distracting, catatale testing environment for

pupils.

Question A

Researcher: “Sometimes words start with the samed; like in the wordsfat and
fun. Both of these words start with the soufid I'm going to say two different
words, and | want you to tell me if the words staith the same sound. Let’s try
one.”

Researcher: “Do the wortiegandboatstart with the same sound?”

Say each word pair listed below. If the pupil @sgs correctly, circl&es If the
pupil responds incorrectly, circho.

Do these two words start with the same sounds? Pupil’'s Response

1. sat home Yes No
2. poor pail Yes No
3. book them Yes No
4. hut hop Yes No
5. sun sin Yes No
Question B

Researcher: “Let’s play another word game. I'mmgdo tell you a word. | want
you to say the word without the first sound. Leltsa practice one. If | said the
word fanyou would sayan. Let’s try another.”

Can you say this word Correct Pupil’s Response
without the first sound? Answer

1. win in Correct Incorrect
2. hand and Correct Incorrect
3. pup up Correct Incorrect
4. tape ape Correct Incorrect
5. rake ake Correct Incorrect

Adapted from Reading Rockets (2004)
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Question C to F are writing tests
Answer all questions

Question C
Write five words incolumn 1that sound the same (rhyme)a. In column 2write

five words that sound the same gound. Examples have been shown below as
follows:

Column 1 Column 2
cat ground
Example bat Example alou
6.) 6.)
7.) 7.)
8.) 8.)
9.) 9)
10) 10.)
(10 marks)
Question D

From the list of words given, choose a word thatames the picturecar, belt,
bicycle, lion, sleeping, cow.

Example

lion
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3) 4)

(5 marks)

Question E
Complete the following puzzle. Fill the answersibtocks that start with the number

of the ‘clue’. You may choose answers from thedisen below:

owner priest singer player teacher hunter

Example A person who preaches in church on Sundays. Theeans apriest.

A person who kills animals for food.
A person who owns something.

A person who sings.

© © N o

A person who teaches others.
10. A person who plays in a team.
(5 marks)
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Question F
Readthe letter below andnswerthe questions that follow:

Mangochi Model Schoaol,
P.O. Box 74,

Mangochi.

10" December, 1992.

Dear Maria,

How are you? I'm fine.

We arrived in Mangochi safely. | have started st¢ladthe model school. The school
is very near our new house. There are two thoupapds altogether and thirty
teachers. | like my new school. | have some neentts, too. One of them is called

Linda. I'll tell you about her another time.

Mangochi is a beautiful place. | enjoy swimminghe lake and | enjoy eating

chambo.

How is our old school? Do you have a new teacherindStandard Four? Tell me
about any new things at Misesa. | miss you allwiite you more later. Please write
back soon.

Love from,

Juliet.

Answer these questions
6) To which school does Juliet go2

7) Is the school a small school or a big ane?

8) Linda is one of Juliet’s friends. Name Juliet’'sextffriend.

9) What is the name of Juliet’s old schoal?

10)Why do you think Juliet calls Mangochi a beautjpldce?

(10 marks)
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Question G/Fluency English Reading Passag

Name of School District
Code Pupil’s No.
Pupil’'s Code Date

Pupil Sex: Male/Female

Timba the beautiful bird

A long time ago, there was a beautiful bird. Hame was Timba.

She lived in a big forest. She was happy. Othanals admired

Timba. They all wanted to be beautiful like her.

One day, Leopard went to Timba's home and asketbnéne
medicine which she used to become beautiful. Tiszbd,
“I'll give you some. But first | want you to sitnomy ten eggs for

fourteen days until they all hatch.”

Leopard sat on the eggs for fourteen days. Oifoilmeeenth day,
Timba came and saw her ten little ones. She wagyhi@ see
them. She said to Leopard,

“You are faithful and kind. Come, I'll give youdaimedicine.’

Timba gave Leopard beautiful colours. Leopard plaased.
When Hyena saw Leopard, he asked him where hdgot t
beautiful colours from. Leopard said,

“Timba gave them to me’. Hyena also went to Tirabd asked
her for the medicine to become beautiful. Timéia sl’ll give you
some. But first | want you to sit on my ten eggssfourteen days

until they all hatch’.

Number of words correct in one minute:

13
25
34

46
55
71
77

89

102
107

118

126
137
142
154
166
181
185

Total number of words correct:

Percent of words correct (# / 185)
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Appendix 5

School:

School code:

Teacher:

Pupils’ performance summary sheet

Standard:
Date:

Teacher Code:

Name of
pupil

seX

age

Home
language

Mother's

educafion

Mbother's

occupation

Father's
education

Father's
occupation

No, of days
absent from
school

Phomicz

Phonamic
IWAENESS

Vocabubry

No.of
words
read per
minufe

Comprehension

Ll | b

=,

LS

[y

|

10

11

12

13

l

5

-

16
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Appendix 6
Item Review Sheet

Thank you for taking the time to review these latey development test items. Your
review is very important for helping us improve theality of our test. Attached is an
information sheet describing the content areas ured<n the test. Please review
each task and indicate the content area you thimkask is measuring.

Content Areas
Item | Phonics| Phonemi| Fluency Vocabulary Comprehe

c nsion
awarene
Ss

1.

2.

3.

4.

5.

6.

7.

8.

9.

10

Thank you for completing the task ratings. Wealse interested in your overall
impressions of this preliminary set of test itenfdease answer the following
guestions. Attach additional paper if necessarg,fael free to make comments on

the test itself.

1) Do you think the content of this test is apprate for the development of literacy
in English? Yes No

Comment:-
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2) Are there important knowledge and skills thaiigt be tested that ameissing
from this test?

3) What is your opinion regarding théficulty of this test? Do you think the test is
too easy, too difficult, or “about right?”

Comment:

4) Does the test contain any material that could msttoed as offensive to any
groups of examinees? Does the test contain métieatamay provide an unfair
advantage or disadvantage to any particular groipgaminees? If so, please
indicate below
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5) Please provide any other test or item commentsaowred above. If there are
problems with specific items, passages, or testtdons, you can describe them
below. For example, you may wish to point out digets or questions that are

unclear, ambiguous, or “give away” the answer.
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Thank you for your thorough review. Your commegits greatly appreciated!!!
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Content Validity Rating Form

The questions on literacy development you will @&te from an examination that has
a specific content structure. This examinatiossifees each question into one of five
content categories: (phonics, phonemic awareflesscy, vocabulary and
comprehension). These content categories are dedarh a separate sheet of paper.
Your task is to rate each of the five item typeteims of its relevance to each of the

five content areas according to the following instions.

Instructions:

Read each question (item) and make a judgmentdieggits relevance to each of the
five content areas (phonics, phonemic awarenessendly, vocabulary and
comprehension). You must indicate your judgenignéntering a number from 1 to
5 under each content area. Enter the number “Yoif believe the item is highly
relevant to the respective content area. Ententimeber “1” if you believe the item
is not at all relevant to the respective conteraarUse the numbers 2 through 4 to

indicate intermediate degrees of content relevance.

Each item must be rated for each content area,; tivesratings are required for each
item. As an example, suppose you considered ¢ne lielow to be highly relevant to
“fluency”, moderately relevant to “vocabulary”, amdt at all relevant to the other

content areas, your item rating sheet might logkething like this:

Example

Phonics = Phonemic/Aware  Fluency Vocabulary = Comprehension
1 1 5 3 1

It is possible to rate an item as highly relevamtonly one content area, highly
relevant to more than one content area, or ndt e¢glavant to any content area.
Directions: Please indicate the relevance of each item to eathe content areas
listed below using a five-point scale where a @atof “1” indicates “not at all
relevant” and a rating of “5” indicates “highly esfant”. Use the numbers 2 through
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4 to indicate intermediate degrees of relevanci.description of each of the five

content areas is attached.

Rating the relevance of test items

Task | Phonics| Phonemic | Fluency | Vocabulary | Comprehension
Awareness

A

B

C

D

E

F

G

H

I

J

1 2 3 4 5

not at all highly relevant
relevant
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Description of content

Phonics

Phonics is the understanding that there is a oglshiip between the sounds of spoken
language (phonemes) and the letters of the writteguage (graphemes). Pupils need

to acquire knowledge of the alphabet to become geaders.

Phonics instruction
In the classroom the teacher has to provide sysienamd explicit phonics

instruction. Teachers need to organize readinguasons in a logical order moving
from simple to more complex skills.

Instructional approaches that let pupils
Give rhyming words e.dan; tan; man

Divide words up into syllables e.gel/i / cop/ter; sn/ ake

Notice that group of words have the same begineiggstar; story; staircase
Notice that group of words have the same middlebag) cat

Notice that group of words have the same endingbatgsat mat pat; that;
or pinch lunch punch

Identify and work with onsets and rimes ecgt c is the onseat is the rime;
splat spl is the onsedt is the rime

Make analogies e.gable; stable; able; cable; gable; fahle

Phonemic Awareness
Phonemic awareness is the ability to hear, iderdifyl play with individual

sounds in spoken words. Instruction in phonemicraness is important because
pupils who have these skills are likely to learmdad and spell words more than

children who do not.
Phonemic awareness instruction

In the classroom situation the teacher has to geoactivities that will help pupils
develop phonemic awareness through hearing, igerdiitnd manipulating the
individual sounds, or phonemes, within spoken wog#sne of the activities to be

practiced are:

o Phoneme isolation e.g. what is the first or lasingbinmitt? The first sound is

/m/ the last sound ig//
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o Phoneme identification e.g. which sound is the semmean, mitt, messin/ is
the same.

o Phoneme categorization e.g. which word does nainigeflat, fan, taf® tap
does not belong

o Phoneme blending or combining e.g. what word resutien you blend these
separately pronounced individual sounds to makeoedvim/ /a/ In/? The
blended sounds make the wanedn

The teacher teaches explicitly. Teaching aids @a bthart or pictures. The

teacher can also use games, rhymes, alliteratisssnance, or any other language

that focuses on the sounds in. The focus of treotesay be oral language or this

can be combined with looking at letters. After thacher has modelled the skill,

pupils need to practice actively. The activity @endone individually or in groups.

Research findings have shown that phonemic awasenstsuction is most

effective when it focuses on one or two phonemeipudation (Armbruster et al.,

2003). This study will also focus on two types bbpemic awareness.

Fluency
Fluency is the ability to read accurately, quickdgd with proper expression and

comprehension (The Partnership for Reading).

Fluency instruction
Research has revealed two major instructional ames as regards fluency. The

first one is a teacher providing models of fluessding to pupils. Through listening
to the teacher reading effortlessly and with exgimes pupils will learn how a
readers’ voice can help a written text make sembas reading aloud will increase
pupils’ knowledge of the world, their vocabularydatheir familiarity with written
language. The second one is a teacher giving pupgeated oral practice while
guiding and giving them feedback. The repeated tipaamproves pupils’ word
recognition, speed and accuracy as well as flugdcygncy will develop as a result of
several opportunities given to pupils to practieading on their own.

The teacher should demonstrate fluent oral readietp expand pupils’ listening
vocabulary and give support to pupils. Pupils stiquhctice to read fluently through

repeated oral readings.
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Vocabulary
Vocabulary is the words that a pupil must know iides to communicate effectively.

Vocabulary plays a critical role in learning to ded@upils who are just learning to
read will need to use their oral vocabulary to makase of the words they see in
print. They will not be able to understand whatythead without knowing what most

of the words mean.

Vocabulary instruction
Research has shown that most vocabulary is leanuectly. Pupils can learn new

words indirectly through their engagement in orahwersations, listening to other
people speak or read to them, and from their engagein silent reading. Some
vocabulary however, must be taught directly. Dirgstruction helps pupils learn
difficult words. Direct instruction can also be dse teaching pupils word learning
strategies. There are several word learning siegdfat can be used such as cueing
systems like sight vocabulary, context cues, andivattack cues. The teacher needs
to teach word recognition, meaning of words andegpupils an opportunity to
practice using the new words in context.
Techniques for teaching recognition of new words

using the sound of letters (phonics),

identifying words within words they already knowch assoil which

hass andoil; become which hashe andcome becausewhich hasbe

and cause woollen which haswool anden weightwhich hasw and

eight village containsy, ill andage,

using word root, prefixes and suffixes el / own

un/ interest/ ing ; re/ sell ; protect/ ion; re/ yament ; difficult/y

hit/ hits / hitter/ hitting; sub/ com/ mi &e

Techniques for teaching meanings of new words
showing a real object/picture/drawing/model
using the new word in sentences that reveal taanmg of the new
word,
defining or explaining the new word,
demonstrating the new word wherever possibleutiinanining, acting,

using the context in which the new word is,
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using the sentence patterns and the kind of wardésl e.g. nouns,

adjectives,

using the sound of the new word e.g. bees buzsmgke making s-s-

S-s- sound,

using the senses, and

expanding knowledge of multiple word meanings.
The teaching of word-identification should notdmne as an end in itself, but should
be done to help pupils in the process of constigctheaning as they read. For
instance, pupils should be taught sound symbols beaiuse that knowledge is
important in itself no, but so that the processcofstructing meaning goes on as
effortlessly as possible. Thus helping children emsthnd what they read is the
rationale for and focus of word identification less.

However, the teacher cannot teach all new wordgpil$?should be encouraged to
guess the meanings of new words from the conte&@hly words, which make it
difficult to understand the text, should be taught.

Text comprehension

Comprehension is the ability to understand and gaaning from what has been read
(Armbruster et al. 2001). Every reader who read®x reads for a purpose and
reading itself is active (Moats 1999). Good rea@eesactive as they read. They make
use of their experience and knowledge of the wortitabulary, language structure
knowledge of reading strategies in order to undecsta text (Moats 1999). Text
comprehension can be developed through teachingpmmnsion strategies.
Instruction in comprehension is important becauser@derstanding of what is being
read from a text is essential to proficiency indieg and learning from printed

materials.

Instruction in text comprehension
The teacher needs to do the following:

Introduce key ideas and concepts in the text betading and after
reading,
Help pupils to understand how the text is structure

Prompt pupils to use strategies when reading, and
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Extend pupils understanding of the text throughragskupils to write,

draw, retell, summarise the story in the text.
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Appendix 7

Scoring of the English reading passage

Materials Needed:

English Textbooks for Pupils for Standard 4

Individual Reading Record Sheet (Numbered copyefiassage; 1 copy per
pupil; used by the examiner for recording the kn@md unknown words)
Pencil or pen (for the examiner)

Timer

Clipboard

Straight edge for helping the child to focus on bne (e.g., this could be a
rectangular piece of plain cardboard or heavy paper

English Pupil Performance Summary Sheet

Directions for Administering

1.

Open the textbook to the selected passage. Hanubéned textbook to the pupil.
Provide the pupil with the straight edge and dernrateshow it could be used.
Using the straight edge is optional.

Place the Individual Reading Record Sheet in fadryiou but shielded so the
pupil cannot see what you record. A clipboardseful for this purpose.

Say these specific directions to the pupil for epassage:

When | saybegin start reading aloud at the top of this page. dReaoss the
page (DEMONSTRATE BY POINTING TO THE PLACE WHERE YD
WANT THE PUPIL TO BEGIN).

Try to read each word. If you come to a word yoa'tknow, I'll tell it to you.
Be sure to do your best reading. Do you understdrat | want you to do?

Often the passage begins with the title. Whend@monstrate where to begin, point
to the title and then indicate that the child i€omtinue.

4.

7.

If you are uncertain as to whether the pupil un@eds what is expected, the
directions may be repeated in the mother tongue.

Say "begin’ and start your timer when the pupilssine first word. If the pupil
fails to say the first word of the passage aftenal3 seconds, tell them the word
and mark it as incorrect, then start your stopwaith THE CHILD STOPS
READING BEFORE THE END OF THE PASSAGE, TELL THE AHD TO
KEEP READING — Show the child where you mean ifessary.)

Follow along on your copy. Put a slash (/) througirds read incorrectly (see
scoring procedures).

At the end of 1 minute, place a bracket (1) atberlast word. Allow the pupil to
finish the passage.
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When the child has finished the last sentence emtimbered copy, say,

Thank you.

8. If at the end of one minute a pupil has read leaa ¢ words correctly and the
child is struggling, stop the child, place a strtigdge under the first line and say,

Now | want you to look at the rest of this linearCyou read something from
this line? Do you see any words you know? Look sey the words you know

After the child responds, move the straight edgia¢onext line and repeat this
prompt. Continue for each line in the story. hibwever, the child is still unable to
read any words, stop moving line by line and asleishe can read any more words
on the page.

On the Individual Reading Record Sheet circle tleds that the child is able to read
(the child must point to the word and say whas)t ilf the child knows a word that is
repeated in the line, ask if the child sees thativamywhere else. Stop here, there is
no need to ask the child to word by word tell yaishe cannot read the passage.

9. Comprehension questions: Before going to nextggesssay to the child:

Now | am going to ask you some questions about yatread. You may look
back in the story for the answers.

Ask each of the comprehension questions. Writellild’'s response on the
Individual Reading Record Sheet.

Directions for Scoring

This task is scored by counting the number of atlyeead words. Below are rules
for determining if a word has been read correcllygse rules are adapted from Tilly,
W.D. & Carlson, S. (1992). Administration and sagr In M.R. Shinn, N. Knutson,
and W.D. Tilly (Eds.). Curriculum Based Assessméhiaining Modules (8 ed.)
(pp-8-12). Eugene, OR: University of Oregon.)

Rule 1: Correctly read words are pronounced correctlywokd must be read
correctly given the context of the sentence.

Example: The word “read” must be pronounced “reatién presented in the context
of: “He will read the book.”
Not as “He will red the book.”

Example: The word “lead” must be pronounced “lediien presented in the context
of: “She picked up the lead pipe.” Not as “Shekpd up a leed pipe.”

Rule 2: Self-corrected words are counted as correct. Wimideead initially but
corrected within 3 seconds are counted as corresdl.
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Example: “The river was cold.” Read as: The riwas could ... (2 seconds) ...
cold. (4 correctly read words)

Rule 3: Repeated words are counted as correct. Wordosgardagain correctly are
ignored.

Example: “Ama ran swiftly” read as “Ama ran ... Aman swiftly.” (3 correctly
read words)

Rule 4: Dialect. Variations in pronunciation that are expéble by local language
norms are not errors.
Rule 5: Inserted words are ignored. When a pupil addsextrds, they are not

counted as correct words nor as reading errors.

Example: “Yaw was happy.” Read as “Yaw was verygyap (3 words correctly
read)

Rule 6: Mispronounced or substituted words are counted@siect.

Example: “Yaw wanted a new hat.” Read as “Yaw wanew hat.” (4 correctly read
words)

Rule 7: Omitted words are counted as errors.

Example: “Kofi climbed the tall tree.” Read as “Kofimbed the tree.” (4 correctly
read words)

Rule 8: Hesitations: When a pupil hesitates or fails toectly pronounce a word
within 3 seconds, the pupil is told the word andeenor is scored.

Example: “Dede saw an elephant.” Read as “Dedeasaw. (3 seconds)” or “Dede
saw an ell-ee ... (3 seconds)” At this point theneixeer says, “elephant” (3 correctly
read words)

Rule 9: Reversals: When a pupil transposes two or morésydhose words not
read in the correct order are errors.

Example: “Mensa ran quickly.” Read as “Mensa quiaidn.” (1 correctly read word)

Rule 10: Numbers written as numerals are counted as wordisnast be read
correctly within the context of the passage.

Example: “Mensa had 13 balls.” Read as “Mensathatken balls.” (4 correctly

read words); not as “Mensa had one three ballscb(Bctly read words)

Rule 11: Abbreviations are counted as words, and must lwkgeaectly within the
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context of the sentence.

Example: “Mr. Poku went to the farm.” Should bedes “Mister Poku went to the
farm.” (6 words).

Directions for Recording the pupil’s score

Record the child’s name and identifying informatamthe Individual Reading

Record Sheet (the numbered copy of the readingagakss Count up the total number
of words read or attempted within one minute [irertumbers at the end of each line
as a guide]. Record these numbers in the boxhtsabeen provided on the Individual
Reading Record Sheet. Record the number of weals correctly in one minute on

the English Pupil Performance Summary Sheet.

Count the number of words read correctly for th@lltpassage. Then calculate the
percentage correct for the entire passage (pegetarect = words read
correctly/total number of words in the passag&veh if the child didn't finish the
passage (i.e., if the passage was too hard arthilderead fewer than 4 words
correctly in one minute) the total number of wofadisthe whole passage is used as
the basis for calculating percent correct.] Recbrsinumber in the Individual

Reading Record Sheet box and on the English Pepibffnance Summary Sheet.

Also, record the number of comprehension questioaisare answered correctly on
the English Pupil Performance Summary Sheet.

Storing the Data
Once you have completed testing one child and hes@rded all of the scores on the

English Pupil Performance Summary Sheet, staplketheg the paper used for the
writing tasks and the Individual Reading Recordedlfier the reading passages.

Make sure that the pupil’s name is clearly writtenboth pages. Organize the papers
by class and store the materials in a secure totati

Adapted from:

Improved Educational Quality/Malawi Project
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Telegrams: PRESSMIN, Lilongwe
Telephone: 01771 550/01774 869
Fax: 01782 431

Appendix 8

Our Reference No TC/14/1
National Research Council of Malawi

PO Box 30745

E-mail: nremi@sdnp.org.mw Lilongwe 3
Malawi

Communications should be addressed to:

The Director for National Research Council of Malawi 23 January 2008

C. E. Kamlongera,

Malawi Institute of Education,
P.O Box 50,

Domasi.

Dear Sir/Madam,

SUBMISSION OF ABSTRACT FOR PRESENTATION CONSIDERATION AT THE
2008 ANNUAL RESEARCH CONFERENCE

The National Research Council of Malawi (NRCM) has organised the 2008 Annual Research
Conference, which will take place at Capital Hotel in Lilongwe from 11" to 14™ March 2008
starting from 8.00a.m. The main objective of the conference is to provide a forum for
disseminating and sharing research results and experiences originating from various
research projects funded under the NRCM Research Grant Scheme and those funded from
other sources other than NRCM.

Your project tilted “Improving literacy development in English through the use of
balanced approaches” was funded undér the NRCM Research Grant Scheme in the
2006/2007 financial year. Your are therefore requested to send an abstract of the project to
be considered for presentation at the conference before the 28" January 2008, The
abstract must be single-spaced in Times New Roman, font size 11, using Microsoft word
and should not be more than 300 words with no illustrations or references.

For further enquiries, please contact the undersigned on the following numbers: 01 771
550/09 492 813 or Mrs. G. Mwafulirwa on 08 945 437.

M.D Tembo
For: Director of Research, National Research Council of Malawi
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Appendix 9

MALAWI INSTITUTE OF EDUCATION

DIRECTOR P.O. Box 50

Charlie M Gunsaru MA (Education) BEd, Dip. Ed DOMASI, MALAWI
Telephone: 265 (01) 536300/266

Our Ref.: Fax: 265 (01) 536235

Your Ref : E-mail mig@malawi.net

Wednesday, March 28, 2007

The Division Manager
P/Bag 48
ZOMBA

Dear Sir,

Request for Assistance In Identifying Schools to Participate in the Balanced Literacy
Approach Project

The Malawi Institute of Education has received a grant from the National Research Council of
Malawi to be used in exploring ways of improving the teaching of English in primary schools.

I therefore, write this letter to ask for your assistance in identifying four primary schools in Zomba
rural that may participate in the project. The selected schools will be involved in instructional trials
of methodologies in the teaching of English in standard four. ‘

Mrs C.E. Kamlongera is the Principal investigator in this project. She is being supported by Mr.
H.G. Chilora. Both are senior members here at MIE. Please feel free to liase with them should you
wish to do so at any time.

We look forward to your assistance and cooperation in this very important assignment.

Yours truly,

ﬂ? PP BTN

C. Gunsaru
DIRECTOR
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Appendix 10 a

Elisa and Kitty

Part 1

Elisa is a very quiet and polite girl. She is ten years old. Sheisin
Standard 4. At school, she keeps quiet. She does not like playingin.
class. Most of the pupils in Standard 4 are_noisy when their teacher -
is notin class. But Elisa likes reading her story books. Her mother,
Mrs. Chirwa, bought her the story books. In Standard 3, Elisa came -
first.

At home Elisa likes playing with dolls made of cloth. She doesn't like
plastic dolls because they easily break. Her mother taught her how

to make cloth dolls. She likes dressing her dolls well. She also likes
knitting. She is now learning how to knit Qaats and caps for her dolis.

One day, on her way home, Elisa found a small kitten. She stopped
to look at it. It came towards her. She bent down and brushed its
smooth and soft hair from head to tail. The kitten seemed to like this.
It moved its tail from side to side and looked at Elisa.

‘Miaow - miaow,’ it cried, looking at her. Elisa thought it was saying,
‘Take me, take me'. She stood up and started going home. As she
walked, the kitten followed her. She tried to chase it away but it kept
on following her. After some distance, she picked it up and said, T
take you home and look after you.’
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Appendix 10 b

All birds have wings. They use the wings to fly. Some birds fly very
fast but others fly very siowly. Some birds do not fly at all.

All birds have feathers. The feathers are of different colours. Some
feathers are beautiful but others are ugly. Feathers keep birds warm.

All birds have beaks. Birds use their beaks for eating. Some birds
eat meat. Others catch insects with their beaks.

All birds lay eggs. They lay them in nests. Some nests are found in
trees while others are found on the ground. Some birds dig holes in
the sand and lay their eggs there.

Little boys like picking eggs from nests. This is very bad. Birds are
useful to us. They eat insects which eat our crops. Big birds like

- owls eat mice which eat maize from our ‘nkhokwes’. Next time you
$ee a bird near your house, give it some food and water.
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Appendix 10 ¢

Invitation to the wedding

jnvitation

Mr Mapupo lives at Simungwa village. He has two daughters. Their
names are Amanda and Teleza. Amanda is older. She is a teacher.
Teleza is in Form Two at Kulini Secondary School.

Last school holiday, Amanda got married. A month before the wed-
ding, Mr Mapupo asked Teleza to invite her best friend to come to
the wedding. Teleza decided to invite Jane. This is the letter she
wrote to her.
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Appendix 11

4.2.2 Classroom observation results
a Classroom observation (Experimental schools 1)
In the first classroom observation results, theleawas teaching Unit 16 the title of
which wasElisa and Kitty (Appendix 10 a) from the book (Chilora et al. 1994)
Activities with English: A course for primasghools
Class: Standard 4
Subject: English
Date:  27-08-2008
Time: 8:40-9:15
Topic:  Unit 16 Lesson 138
Specific objectives of the lesson
By the end of the lesson pupils should be able to

* read a passage

» orally answer questions on the passage

* make words using a grid.
Teaching and learning materials
dolls, chart
Introduction
The lesson started by the teacher asking someiguesind pupils answering the
guestions as follows:
Teacher: Do you keep animals?
Pupil: Yes 1 do?
Teacher: What kind of animals?
Pupil: goats
Pupil: dogs
Pupil: cats
Pupil: donkeys
Pupil: cows
Pupil: chickens (Some pupils disagree and say ¢hatkens are not animals but
birds).
Teacher: Very good effort. Indeed some people delehickens under domestic
animals but others do not. They categorise chickexgr domestic birds that include

290



ducks and pigeons. For our purpose here we algateve keep a number of animals
such as cows, goats, dogs, cats and donkeys. Whyodathink we keep these

animals?

Pupil: for food. (Some pupils giggle and alert teacher that not all animals are
edible).

Pupil: for various reasons depending on the anirdalgs and cats are kept as
companions of some people or guards.

Pupil: Donkeys are used for transport.

Teacher: Very good! Well done all of you. Indeed keep animals for various

reasons. We keep animals such as cows and goateddras Moyenda has said.
Dogs are kept to guard our homes. Some people ¢egp to keep them company.
Here in our community we keep cats to chase orr&st that infest our homes.

Donkeys are kept mostly as beasts of burden. Neauld like you to open your text

books on to page 90. Look at the title and illustraon that page.

Teacher: Who or what do you see in the illustr&ion

Pupil: | see a girl.

Pupil: | see a cat

Pupil: a chair.

Teacher: A good try. But that is not a chair. Isréhanyone to say what it is called
class?

Pupil: It is called a bench.

Teacher: Very good. What is it called class?

Pupils say in unison: a bench.

The teacher asked learners to say the \bertthtwo times more after explaining to

the class that the thing the girl is sitting ocadled a bench not a chair.

Teacher: What is the girl holding in her hands?

Pupil: a cat

Teacher: Excellent! How many of you have cats ané¢®

Pupils: A number of pupils with cats at their homaise their hands.

Teacher: What do you do with the cat?

Pupil: | feed it.

Pupil: | play with it.

Pupil: I curdle it.

Teacher: Very good all of you.
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(The teacher proceeds to discussing the title Bunstration of the story. He uses the
illustration to get pupils to predict what the cemt of the story is about.)

Teacher: So we do different things with the animthl we keep at home. Is there
anyone who would like to read the title of the g®or

Pupil: Elisa and Ki-i-i-i (Fails to read the wordtty).

Teacher: Any one to help her read the title? (Spapls offer to read the title of the
passage).

Pupil: Elisa and Kitty.

Teacher: Excellent! Class what is the title of $hary?

Pupils say in a chorus: Elisa and Kitty.

Teacher: | would like all of you to think about wihe story is about? (Pause for
some seconds). Anyone who would like to guess wieastory is about?

Pupils: Pupils make some guesses. Some say thatdty is about a girl. Others say
it is about a cat. Few pupils say that the stogbigut a girl and a cat.

Teacher: We shall see later if your guess aboutitleeof the story is correct. The
teacher moves on to the development part of tlsofeplan.

Development

Step 1

Teacher: Now children | want you to put your fingerthe wordhoisyin the passage
and read the sentence which contains the word.

Pupil: (Reads the sentence slowly and is not aegibl

Teacher: A very good effort. Is there another pensho wants to read the sentence
with the wordnoisy? (A number of pupils raise their hands).

Pupil: (Reads the sentence) “Most of the pupilsraxisy when their teacher is not in
class.”

The teacher and learners do the same with othetsptastic dolls from side tcside,
chase it away.

Teacher: The teacher asks learners to guess thengsaf words as they are used in
the sentences.

Pupils: A number of pupils are not able to guessnikeanings of words.

The teacher and learners discuss the meanings @fdhds as used in the sentences.
Step 2

Teacher: The teacher writes the following questmmshe chalkboard:

What animal produces the soumiaow?
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Where was the kitten found?

Why does Elisa like plastic dolls?

Teacher: The teacher asks a learner to read almuduestions on the chalkboard.
Then he asks the learners to read silently andk thlmout the questions on the
chalkboard.

Step 3

Teacher: The teacher reads the passage aloud tolab® He demonstrates the
strategies that pupils could use in order to urideds the text such as: “This
sentence is confusing to me. Let me re read it @tk if | understand it”. The
teacher explains the strategy to the class andeton why pupils have to learn to
use it.

Pupils: Few pupils take turns reading and thinlalgud with a sentence one learner
at a time.

Teacher and Pupils: The teacher and the learnscast the questions written on the
board.

Pupils: Pupils answer the questions orally.

Step 4

The teacher asks the pupils to read the senteatedntained the worfbund from
the passage. He then shows learners a card withhdhdfound He asks the learners
to name the letters in the wdimlind When pupils respond the teacher underlines the
lettersound

Teacher: Now class | would like us to come up vather words that end with the
lettersound For example what word would we have if we remo¥eohd put the
letterr ?

Pupils: Pupils in unison sagund

Teacher: Very good class.

Teacher: The teacher hangs a grid as shown beldvasis the learners to come up
with other words that end with the same lettersméd

293



-

ound

o W T

ar

Teacher: He writes the wordsund, pound, sound, bound, grouymeh the chalkboard
as the learners mentioned them.

(The lesson continued with a discussion of the ipleltmeanings of the various
words round, sound, bound, ground and pound. Fiamce the word pound has a
number of meaninggoundas weight, (one pound of meat), pound as Britishey,
(He gave me one pound to buy some sweets), pouimdgamd, beat, hit or hammer,

(Can you please pound some maize for us to haveerflaur?).

Conclusion

Teacher: Can we use the words in meaningful seesenc

Pupils: A number of pupils make sentences usingvitrels orally.

Afterwards the teacher asks the learners to wetgesices using the words and read

the sentences aloud to the class.

b Classroom observation results (Experimentalchools 2)
The teacher was teaching Unit 18 whose title Biads (Appendix 10 b).
Class: Standard 4
Subject: English
Date:  13-10-2008
Time: 7:30-8:05
Topic:  Unit 18 Lesson 154
Specific objectives
By the end of the lesson pupils should be able to
* read the story on birds
* answer questions at the end of the story
» list words which begin with the /s/ sound from ffessage

» identify their own five words which begin with tkame sound /s/ (letter).
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* Read the identified words to the class.

Teaching and learning materials

nest, insects, feathers, an egg, word card, pistuoe/ing a bird

Presentation

Introduction

Teacher: The teacher shows learners a picture avithird on it and asks some
guestions.

Teacher: What do you see in this picture?

Pupil: Pupils answer in unisona-bird

Teacher: The teacher asks more questions: How megsy wings, and eyes does a
bird have?

Pupil: Pupils respond correctly.

Teacher: What covers the body of a bird?

Pupil: One pupil says long hair. Other pupils offecorrect her and say feathers.
Teacher: Teacher shows the class some real bed#idrs and asks learners, “What
is this class?”

Pupils: Some pupils sdgethergsic) while others safgathers.

Teacher: The teacher pronounces the word andfeatfeers

Teacher: The teacher repeats pronouncing the waddasks pupils to say the word
after him. He asks a volunteer to spell the word.adks a learner to write the spelt
word on the chalkboard for all learners to see liogvword is spelt. He asks the
learners to read the word from the chalkboard.

Teacher: The teacher shows learners real bird’'s, m@sinsect, an egg and asks
learners what they think these things are. In teacthe vocabulary (concept) for
these the teacher follows the same steps he didfeathers that is, pronouncing the
words and asking pupils to say after him, askingilsuo spell the word, to write the
words on the chalkboard and to read the words trechalk board.

Teacher: Where do birds live?

Pupils: Pupils offer a number of answers. Someirsdrees, others say in the forest,

yet others say near our houses.
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Development

Teacher: He flashes word cards with the followingrag written on and asks the
pupils to read the words: nest, insects, featlagrggg and beaks.

The teacher and pupils discuss the words.

Teacher: He asks pupils to open their text booksgcopage 105Activities with
English: A course for primary schools

Teacher and learners discuss the illustration ge g5 guided by the following
guestions:

How many birds are there in the picture?

How many legs, eyes, and wings do all birds have?

What do birds use to catch insects?

What covers the body of the birds?

What do you think you are going to read about sdtory?

What is the title of the story?

Teacher: The teacher once more flashes word cauttiste wordsnest, feathers
beaks, eggswingsand asks learners to find each of the words irp#ssage.
Teacher: He writes the following questions on thalkboard:

Are birds’ feathers of the same colour?

What do birds use their beaks for?

Where do birds make their nests?

Pupils: Some four pupils read the questions alotitié class.

Teacher: Reads the first paragraph of the storydalehile pupils listen. He
demonstrates the strategy of summarising a text asae telling what one read by
including important information only, using key wisr from the text leaving out
details that are less important. The teacher explaihy pupils have to learn the
strategy. He asks pupils to practice the stratesgygwery short paragraphs.

Pupils: Pupils read a passage and summarise liy.oral

Teacher: He then asks the pupils to read the pasiiagtly.

Pupils: Pupils read the passage silently.

Teacher and learners discuss the answers to tisti@pnseon the chalkboard orally.
Teacher: The teacher asks learners to go throwgpaksage and identify all words
which start with the sound /s/ at the beginningi¢htstart with the lettes).

Pupils: Pupils scan for words: sand, some, seeslandy.
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Teacher: The teacher asks learners to identify dvem words which start with the /s/
sound (which start with the lettsy.

Pupils: Pupils come up with the following wordsin, sin, same, sick, sit, sat, spap
story, see andschool Pupils read the words to the class and write tlenthe

chalkboard. Pupils use the words they identifieth&ir own sentences.

Conclusion

Pupils: Pupils match the following words with thbjects:egg, nest, featherand
insects

Teacher: The teacher asks learners to say onensergach one of them about what
they had read in the story.

Pupils: Pupils give one sentence each about tig. sto

Teacher: The teacher here was trying to teachdesthe ability of picking an idea
from the story. This would lead to learners’ akilio identify the main idea of the

story and summarise.

c Classroom observation results (Control scha®ll)
Just as fidelity of implementation needs to bekidcin the experimental group,
instruction in the control group too needs to beesbed and described. Below are
descriptions of instruction in two of the controhsols. In this lesson the teacher was
teaching Unit 18 whose title wasrds (Appendix 10 b)
Class: Standard 4
Subject: English
Topic: Reading (lesson 154)
Specific objectives
By the end of the lesson pupils should be able to
* read a passage,
* answer comprehension questions correctly.
Teaching and learning materials
books, cards
Presentation
Introduction

Teacher: We will start our lesson today with spgii. Can you all stand up? When
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you get the spelling correct then you can sit dofwe. you ready class?

Pupils: Pupils respond in unison and ¥&g

Teacher: The teacher asks learners to spell thelsvoeat eat, need heart and
gave Some pupils get the spellings correct. Othersataget them right. Eventually
the teacher asks them to sit down and get theisgeltight next time.

Development

Step 1

Teacher: The teacher writes the following questmmshe chalk board

What do all birds have?

Are there any birds which do not lay eggs?

How do birds help us?

Step 2

Teacher: The teacher reads the questions to thispup

Pupil: Pupils in unison read the questions aftertédacher.

Step 3

Teacher: The teacher reads the passage aloud ¢atse

Pupil: Pupils read the passage in unison afteteaeher.

Teacher: The teacher corrects reading errorshiegbiipils make as they read aloud.
Step 4

Teacher: Now class can you read the passage gilent!

Pupils: Pupils read the passage silently.

Conclusion

Teacher: Now | would like you to answer comprehamsguestions from the
chalkboard.

Pupils: Pupils answer comprehension questionsyoralihumber of learners are not
able to answer the questions orally.

Teacher: The teacher is at pains to explain thev@nssto the learners.

d Classroomobservation results (Control schools 2)

The instruction given focused on Unit 6 whose titlas Invitation to the wedding
(Appendix 10 c).

Class: Standard 4

Subject: English

Unit 6: Lesson 46
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Specific objectives
By the end of the lesson pupils should be able to
* read the story
* answer questions on the story to show their unaedstg.
Teaching and learning materials
* pupils’ books
Presentation
Introduction
Teacher: Class can you sing a local wedding song.
Pupils: Pupils sing a local wedding sovwamkulu ndani mbanja(Who is the boss
in a family?)
Teacher: Very good. You sang the song very well.
Development
Step 1
Teacher: Class can you open your books at pagev@@uld like you to look at the
illustration on thdnvitation to the wedding/Vhat do you see there?
Pupils: A man and a woman standing next to eacéroth
Teacher: Very good. Can you repeat, what do youlsss?
Pupils: (Pupils repeat) A man and a woman standaxg to each other.
Teacher: Excellent class. In the picture theresis) (@ woman and a man standing

next to each other. It is their wedding day.

Step 2

Teacher: Class | want you to look for the followingprds: invite, decided,
bridesmaidwedding,andshelter

Pupils: Pupils scan for the wordsvite, decided pridesmaidwedding,andsheltet
Teacher: The teacher pre-teaches the womdste, decided, bridesmaid, wedding,

andshelter
Step 3

Teacher: The teacher writes the following questmmshe chalk board:

a) Which class is Tereza in?
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b) Where does Jane live?

c) Why does Tereza want Jane to come and visit her?
Teacher: The teacher reads the questions on thidbolad.
Pupils: Pupils repeat after the teacher.

Teacher: Class can you read invitation to the weddingjlently?

Pupils: Pupils read the story silently.

Step 4

Teacher and pupils discuss the answers to theiqnesin the chalkboard orally.
Conclusion

Teacher: The teacher reads the passage aloud ¢tafiseonce more and asks learners
to repeat after her.

Pupils: Pupils read after the teacher in unison.
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Appendix 12

Balanced approach to literacy study

Difference between vocabulary pre and post mean

Name of

school Mean N Std. Dev.
Chiphoola 1.94 89 1.979
Domasi CCAP 1.13 39 2.525
Matawale 1.67 55 2.472
Naisi 1.17 107 2.099
Namiwawa -.08 60 2.566
Mtondo 1.02 45 2.840
Total A7 628 2.680

Difference between comprehension pre and post mean

Name of

school Mean N Std. Dev.
Chiphoola 2.07 89 1.737
Domasi CCAP 2.64 39 2.134
Matawale 1.76 54 2.154
Naisi 3.18 107 2.429
Namiwawa .93 60 1.483
Mtondo 1.58 45 1.738
Total 1.55 628 2.102

Difference between Phonics pre and post mean

Name of

school Mean N Std. Dev.
Chiphoola 2.55 20 1.986
Domasi CCAP .75 20 2.425
Matawale 3.05 20 2.625
Naisi 3.20 20 2.093
Namiwawa 1.20 20 1.704
Mtondo 2.30 20 3.213
Total 1.33 237 2.563
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Difference between fluency pre and post mean

Name of

school Mean N Std. Dev.
Chiphoola 24.95 20 15.689
Domasi CCAP 16.20 20 16.650
Matawale 32.37 19 19.082
Naisi 22.75 20 14.071
Namiwawa 9.90 20 12.380
Mtondo 31.10 20 24.257
Total 16.69 236 18.019

Difference between phonemic awareness pre and post mean

Name of

school Mean N Std. Dev.
Chiphoola 1.70 89 2.529
Domasi CCAP 2.90 39 2.198
Matawale 3.15 55 2.438
Naisi 2.64 107 2.683
Namiwawa .35 60 2.803
Mtondo 3.58 45 2.083
Total 1.61 628 2.761
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Appendix 13 a

Problems that teachers experienced as they implemienl the balanced literacy
approach
The various challenges that teachers met are pgegsereacher 1 said:

In order to teach effectively | needed to make lteagand learning
materials available. However, it was difficult tedp (sic) the
teaching and learning materials (sic) because a¥ &f lockable
doors. As a result we were losing things such aslwanks, word
cards, and classroom newsletters time and agairaslforced to
make the same teaching and learning materialsanpver again.

It was a big challenge to use the balanced approadbhaching
reading with large classes. For instance in a @&485 learners it
was challenging to observe the performance of thsscand of
each individual in a thirty-five minute period evérpupils were
taught while in groups. Due to being over-crow@edumber of
pupils made a lot of noise in class. It was difi¢da control such a
class and teach effectively. | felt that | coulddle more effectively
using the approach with a smaller number of pupiksacher 2).

Absenteeism of pupils on market days made teacHiffgult.
There was no continuity in learning for a numbeteaifrners. | had
to repeat some lessons time and again for absameles. For
example if | taught deletion of the first initiadisnd on market days
when some pupils were absent | had to repeat gs@efor those
learners that were absent in order for them tahcagc(Teacher 3).

Absenteeism of some teachers affected the impleatientof the
balanced approach. When a teacher was absent arietizher,
including those of us involved in the interventiorere allocated to
a class whose teacher was absent for that dayu€ma day the
implementation of the balanced approach was affedtdhad to
attend to two classes instead of one (Teacher 4).

Shortage of the prescribed text book affectedifde@mentation of
the balanced literacy approach. | was expectednfgement the
balanced approach using the text bdatkivities with English: A
course for primary schoolsut the book was in short supply. Even
when learners were put into groups the books waiteirs short
supply. At times one book was shared among elevamérs in a
group. It was not possible to allow learners tadreat home
because of shortage of books. My pupils were ni& tbpractice
reading at home (Teacher 5).
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Lack of cooperation between me as a teacher arehisaaffected
my implementation of the balanced literacy appro&dme pupils
mis-interpreted democracy. They thought that theyewree to do
whatever they wanted in class. A number of pupise to class
late. Parents did not help in disciplining theinldfen. Lack of
discipline from pupils negatively affected my teexgh(Teacher 6).
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Appendix 13 b

Teachers’ suggestions on ways of resolving some plems (experimental

group)
Teachers suggested a number of things that couldope in order to

resolve problems mentioned in Appendix 13 a:

As a teacher | need to be resourceful so that lahfa to have
teaching and learning materials and use these ppately. Parents
and pupils can be asked to help in providing thes¢erials. For
instance sacks can be provided and used as chavt#e words on
or sentences. The community can be asked to helphaol in
providing lockable rooms in which to store the teag and
learning materials (Teacher 1).

As a solution to large classes | suggest the govent should train
more teachers in order to reduce the teacher-pagoil. Although |
taught pupils in groups the groups were still taogé. It was
problematic to provide individual attention to gupils during
lessons. In other words daily assessment of indalidearner’s
performance and progress in the classroom was eratic. Only
few learners could be assessed at a time (Teagher 2

In order to resolve the problem of pupils’ abseisteethere is need
to civic educate parents and pupils for them toeustdnd the
importance of education and attending classes gulae bases.
Parents should not allow their wards to be absemh fschool
without valid reasons. Parents need to stop serttieig wards to
the market on market days (Teacher 3).

It is difficult to avoid absenteeism of teacheracsi most times
there are valid reasons why a teacher might benab8eteacher
might be absent because of an iliness, or atteralitogeral and so
forth. However, teachers report to the head teaetheut their
being absent from school. Head teachers need te $ipa teacher
involved in an intervention and allocate other teas to classes
whose teacher is absent (Teacher 4).

The Ministry of Education needs to provide notyoehough text
books but also other teaching and learning masteifaéffective
teaching and learning is to take place. The tegchimd learning
environment is so poor that it is difficult for tsachers to teach
effectively (Teacher 5).
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There is need to civic educate parents and pupileuman rights
and responsibilities and democracy so that peopldenstand
exactly what they are expected to do and how taveland the
limitations that are there (Teacher 6).
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Appendix 13 ¢

Problems that teachers experienced in implementinthe instructional approach
besides lack of books and desks. (control group)

Yes, there were a number of problems. As you knawatasses
are big. For example there are more than one hdrurgils in my
class. As a teacher | have problems to attend tryechild

although | do my best (Teacher 7.)

In my class | do not have enough text books. Algiou have
grouped the learners more than eight pupils shab®ok. It is
difficult to teach effectively with an acute shayéaof text books. |
cannot give home work to pupils since the schoasdoot have
enough books (Teacher 8).

In my class learners came to class late. Somedeawere actually
absent from class for a number of days. Absentearsinperpetual
coming in late to school for some learners was @lpm that
bothered me as a teacher. My teaching was made rreelningless
when pupils were absent. Pupils who are often dalbssmot pass
end of term tests so it is like | am not teachihglb(Teacher 9).

My major challenge was that | lost five girls whiey dropped

out of school within one month. That was two mordge and they
have not come back yet (Teacher 10).
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Appendix 13 d

Teachers’ suggestions on how to resolve the problen{control group).
Teacher 7 suggested,

The Ministry of Education should train more teashso that the
teacher/pupil ratio is reduced. When this is dameteaching might
be more effective than is the current situation.

Schools should have enough text books and othehitep and
learning materials for effective teaching and leagrto take place
(Teacher 8).

Teacher 9 lamented:

Parents need to tell their children not to comestbool late.
Parents need to value education. They need to ktiosv
consequences of their ward being often absent fdnool. They
should not blame us teachers when their wards fail.

The Ministry should sensitise not only the commymitound this
place, but also all communities in the country ba goodness of
keeping the girl child in school. In addition speeffort should be
made to attract girls that dropped out to come badchool. | feel
our country cannot reach equity if girls who droppmut do not
come back to school (Teacher 10).
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